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ABSTRACT
EDUCATION OF TIBETAN REFUGEES:
Characteri sti cs and Conditions of Learning Environments
in Selected Tibetan Schools in India
November 1980
TENZING CHHODAK
B.A. Johnston College; M.A., University of Redlands
M. Ed.
,
University of Massachusetts/Amherst
Ed.D.
, University of Massachusetts/Amherst
Directed by: Dr. Robert L. Sinclair
The purpose of the study was to assess the curriculum and
instructional conditions in selected Tibetan refugee schools in India.
To this end, a set of the educational objectives for Tibetan schools
was generated and defined. Next, the existing curriculum and in-
structional conditions in sampled schools were described. Finally, the
researcher examined how well these objectives were being met in the
schools for Tibetan refugees, Specifically, four research objectives
guided the study:
1. To establish institutional objectives for Tibetan
schools in India.
2. To identify general curriculum conditions in Tibetan
schools.
3. To determine the extent to which the schools are
presently reaching the establishing objectives.
4. To present recommendations for curriculum and
instructional improvement and for change in
administration.
The research design had three phases: the generation of objectives
the development of research procedures; and the field study. For the
purpose of establishing the objectives, an analysis of literature
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representing both the Tibetan traditional education and modern education
was undertaken. This analysis was strengthened by information from
interviews with a variety of Tibetan teachers, scholars, and officials.
The research procedures were designed with a view to assessing the
objectives. The primary research instrument was a student questionnaire
which was administered to 526 students in six Tibetan schools during a
period of four months in India. Students sampled ranged from grades
eight to twelve with three grades in each school. In addition to the
questionnaire, the field study included participatory observation and
interviews with 30 teachers/admi nistrators and 54 students randomly
selected from the sampled schools.
The research findings indicate that the schools are uneven in
their achievements of the established objectives. On the whole the
physical settings are adequate. The administration is encumbered with
problems of unnecessary bureaucracy and management in a context of
centralized rules and regulations. Although there are few discipline
problems with students, the administration functions as a disciplinarian
instead of mourishing an academic environment. The curriculum is
classic liberal arts, emphasizing the humanities and strongly reflecting
an upper class outlook of a colonial system of control.
The specific findings demonstrate that sampled schools lack
adequate vocational education in the regular program. Objectives of
Tibetan culture, traditions, and Buddhism received higher percentage
scores. However, the science and mathematics objectives recorded
relatively low scores which implies that objectives related to
modern subjects are not met as well as is claimed by authorities. The
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accomplishment of nonacademic objectives is similar among the schools.
It was thought that the centrally designed syllabus produced this
similarity. However, the research findings suggest that similarities,
resulting in an atmosphere of repetitiveness, is caused by the
centralized nature of school administration.
Following are four recommendations for improvement of Tibetan
refugee schools.
.Improve science and mathematics curriculum by starting
the subjects in the first grade; updating science
facilities and materials and making them available at
all grade levels; and conducting additional research to
determine the quality of science and mathematics curriculum.
.Improve classroom instruction by altering the present
teaching methods; changes can be made in this situation
by introducing more active student involvement in learning.
.Increase the number of native speaking teachers and equally
distribute these teachers throughout modern subjects and,
especially in the higher grade levels.
.Alter the present administrative structure to achieve all
other improvements; organizational change is required
throughout the administration.
This study shows that a quality education, balanced between
meeting the needs of modern society, on the one hand, and the needs of
individuals and their communities on the other, will be the direction
of the future for Tibetan youth. We in education must be knowledgeabl
about current conditions in Tibetan schools and be prepared to provide
the leadership that will result in constructive reform.
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CHAPTER I
INTRODUCTION
The world has always known a large number of people defined as
refugees. With each passing day and year the number appears to grow.
The refugees of Afghanistan, Cuba, Palestine, southern Africa, Tibet
and Vietnam have been joined by similar groups with tragic accounts
of incidents in all continents of the world. The story of Tibetan
refugees is typical of these human movements.
According to Jamieson (1970), Holborn (1975) and Devon (1976),
the generous hospitality of the governments and peoples of India and
Nepal, supplemented by continuous aid from the United Nations and the
international community, has provided basic necessities for the
survival of thousands of Tibetan refugees. Indian and Nepali educa-
tional and resettlement policies have offered Tibetan refugees the
possibility of becoming contributing members of their hosts' societies.
At the same time, Tibetans have uniquely preserved their own culture
and identity. Like the accounts of all other refugees, the tragic
events of the 1959 uprising in Tibet and subsequent mass exodus have
been widely reported. And now, after twenty years, there is a record
of relative progress and smooth adaption to the foreign environment.
Schools and settlements have been established.
However, since the early seventies, virtually all international
1
2agencies have discontinued their aid programs to the Tibetan refugees
in India and neighboring countries. The government of India insists
that it is high time for Tibetans to become self-sufficient. Thus,
analysis of the background of general Tibetan refugee problems,
including resettlements and educational policy is important.
In 1959, when Tibetan refugees first fled to India and Nepal,
there was hardly any Tibetan who entertained the idea of staying in
the host countries indefinitely. Refugees hesitated to move beyond
the border areas of India. For that reason, a large number of Tibetans
joined the road construction work in the foothills of the Himalayas.
Yet, at the same time, the exiled government of Tibet developed a
policy to seek a more permanent solution to the refugee problems. The
first refugee school at Mussoorie was started at the end of the year
1959. The first resettlement camp at Bylakuppe in south India was
established in 1960.
Estimates of the total Tibetan population vary. Hoi born (1975)
estimates 40,000 refugees in India and 12,000 in Nepal. His estimate
does not enumerate Tibetans living outside the refugee camps. Devon
(1976) reported that a total of around 80,000 refugees fled to India
and Nepal. The 1980 World Refugee Survey (U.S. Committee for Refugees
1980, p. 33), specifies Tibetan refugees in the following locations:
76,200 in India, Nepal, and Bhutan; 1,250 in Switzerland; 200 in the
U.S. A.; 200 in Western Europe and Japan, and 250 in
Canada. The Bureau
of the Dalai Lama (1969) tabulated between 85,000 and 100,000
refugees
in India and other countries. Interestingly, Tibetan
estimates
tend to be higher and more inclusive. The range between
385,000 and 100,000 is quite often repeated in various sources. The
problem of refugee census in general derives from: (1) the definition
of the term refugee; and (2) the migrant nature of unsettled people.
The Tibetan Review (1977) quoted statistics released by the
Dalai Lama's office documenting some sixty-five refugee camps in
India, Nepal and Bhutan in which over 43,000 (53.5% of the total number
of refugees) have been settled. About 19,500 refugees have indicated
a desire to move to more permanent camps, but have no resettlement
projects available for them. Those resettlement projects which do
exist are widely scattered in nine states in India and a similar
situation exists in Nepal. The largest refugee concentration is in
Karnataka State in south India. There are five settlements where
over 19,000 Tibetans are settled in plots of land totalling more
than 14,000 acres.
The Tibetan refugee schools confront a very similar problem in
terms of location, school size and student number. All residential
schools are not located in refugee communities. There seems to be
no logical reason for opening a school where there is no refugee
community. Arguably, convenience of the officials and availability of
cheap housing are the sole criteria in the absence of a good plan.
The expressed objective of both the Indian government and
the Dalai Lama is a well-balanced education for Tibetan refugee
children. In order to realize that objective, four residential schools
were established in the early sixties in Mussoorie, Simla, Dalhousie
and Darjeeling. In addition two other schools, Tibetan Children
4Village (TCV) and Tibetan Central School at Bylakuppe, are in operation.
These six schools include either grades one through 10 or one through
12. The four residential schools and TCV are not located in any
refugee camp but are in the tourist resorts on the foothills of the
Himal ayas.
The Tibetan Student Fraternity (August, 1977) reported that
forty-one day schools for Tibetan refugee children are operating where
over 8,000 children are getting some kind of education. The day schools
vary in terms of both size and teaching scope. A day school can be
one class with a single untrained teacher in a tent on the roadside.
It may also be an accredited school with a number of class differentia-
tions. The curriculum in all schools is established by the Central
Tibetan Schools Administration (CTSA), a special subdivision of the
Indian Ministry of Education. Recent observation of three residential
schools and eight day schools by the researcher corroborate Hoi born's
(1975) statement, "with the exception of teachers for the Tibetan
language courses, the teaching staff is Indian." The curriculum, too,
is similar to that of Indian public schools with the exception of some
Tibetan courses.
Although, theoretically, overall responsibility for Tibetan
refugees is vested in the Indian Ministry of External Affairs, the
day-to-day activities are administered by the Tibetans themselves.
The Ministry of External Affairs limits its involvement. Tibetans
can contact foreign agencies directly and develop policies and programs
without many restrictions by the Indian government. The Tibetan
5education situation is different. Refugee education is placed in the
hands of the Indian Ministry of Education. The budget for refugee
education is, in large part, funded by the Indian government.
Consequently, the development of curriculum, administration of the
program, and employment of teaching and administrative staff are all
under the tight control of the Ministry of Education through the
Central Tibetan Schools Administration (CTSA). CTSA, formerly Tibetan
Schools Society, is a special administrative unit under a single
secretary.
A parallel hierarchy exists under the leadership of the Dalai
Lama and the Tibetan government in exile. The Office of Homes and
Rehabilitation looks after the welfare and well-being of refugees in
general and resettlement projects in particular. Representatives from
the exiled government administer the resettlement centers in coopera-
tion with refugee camp leaders. There are no representatives from
the Indian government. In fact, no Indians are in the refugee camp
offices unless they are employed by the refugee authorities.
In contrast to the general refugee program and its administrative
structure, the Tibetan refugee schools are different in terms of the
commitment made to them by the Indian and Tibetan governmental
agencies and in terms of their management. With the assistance of
the Indian government, foreign aid and a large sum of Tibetan trust
funds, the refugees have set up a government in exile. One of the
increasingly important activities of the exiled government has been
the establishment of the Council for Tibetan Education which operates
6mainly through the Central Tibetan School Administration. Devon (1976)
suggested that the Council for Tibetan Education and CTSA work together
with the goal of "providing a modern education to the Tibetan children
while at the same time keeping alive in them a knowledge of the Tibetan
language, history, religion and culture."
The Council for Tibetan Education, in this researcher's observa-
tion, seemed to function with a monumental task and undefined authority.
The Council does not hire teachers, nor does its staff plan complete
curriculum development. In the early 1960s a series of textbooks for
teaching a variety of Tibetan subjects were developed under the auspices
of the Council. The Council also set up a teacher training program
where some fifty monks were trained and issued teaching certificates.
These monks constitute the core group of teachers to teach Tibetan
language, culture, history and Buddhism, who have established the
tone and direction of the Tibetan schools today. As far as the
researcher could determine from discussion and observation during his
visit, the Council's main role is student recruitment and raising
supplementary funds.
Each residential school has a Tibetan rector who is the
theoretical head of the school. The effectiveness of the rector as
the head of the school is questionable for a number of reasons: The
origin of the curriculum; the source of funding; the staffing pattern;
and, above all, the rector's own educational background in the Indian
context. The principal, the second in command, is an Indian with
respectable credentials and teaching experience. The day schools are
7under direct Indian authority. There are no substantive differences
between the day schools and the residential schools in terms of
organization and curriculum.
STATEMENT OF THE PROBLEM
The crisis of schooling is a universal phenomenon. It may well
be the only shared element of the rich and the poor countries.
However, the crisis of the Tibetan refugee schools in India has some
special characteri sti cs that may be uncommon to this universal
phenomenon. These characteri sti cs are: the refugee political situation;
the expressed goal of balanced education between tradition and
modernity; religious teaching under the support and guidance of the
secular government of India; dependency upon the human and financial
resources of India; and, the nature of the student population and its
origins. Most important, the right of the refugee schools to exist
as separate entities, independent of the Indian schools while at the
expense of India, is being increasingly debated by many Indians.
Tibetan refugees expend great effort toward educating refugee
children. The education of the Tibetan refugee children has been a
major source of concern and anxiety to the Dalai Lama. In his
autobiography (1963) he said that the children have been of special
concern to him. Children have more difficulties than adults when they
are uprooted and taken suddenly to an entirely different environment.
Refugees have had to do something drastic to preserve their health
and their education. The Indian government under the leadership of
8the late Mr. Nehru and his successors has been very generous in terms
of both material support and general supervision of Tibetan schools.
But education is the only area where India has made a long-term
commi tment
.
In the first development decade announced by the United Nations,
corollary to the educational promotions in the developing countries,
the number of Tibetan students was steadily increased. New school
houses were built and old houses were bought for educational uses.
Classes were moved from the playground and under trees to sheltered
places. By 1965 there were six Tibetan residential schools and many
more day schools in almost every large refugee camp. This success
and growth took place in a total absence of a well-planned educational
program on the part of Tibetan authority. For twenty years since
the inception of the Tibetan refugee schools, the curriculum and
instructional conditions have never been examined beyond superficial
inspections.
In recent years the validity and quality of refugee education
has been questioned. The younger generation refugees who have
benefited the most from these schools have begun to ask questions and
to reveal what actually goes inside those schools. They have asked
why they are going to school. At the same time, Indians have wondered
why they spend their tax money for somebody else. The Indian
authorities have started cutting back both by reducing the number of
schools and by restricting new admission. Today there are only four
residential schools. The school authorities are only allowed to
9accept "bona fide" refugee children which means children who were
born in Tibet and who crossed the border with parents or relatives.
This makes very little sense for people who have been twenty years
in exile. With this unfavorable trend, Tibetan refugees cannot depend
much longer on unquestioned support from the Indian government.
Against this background, the Tibetan Review has openly criti-
cized the Tibetan schools for their poor performance. Criticism of
those schools has caused a great deal of concern for older Tibetans.
A vast number of former and present students have written open letters
to the Review describing disturbing conditions in those schools. Two
particular articles analyze the causes and nature of the problem.
Writing in the Tibetan Review
,
T. A. Khan, an Indian who was head-
master of a Tibetan school, argued that the fundamental cause of the
problem lay with both the Indian and Tibetan authorities. Tibetan
schools exist in a sort of vicious circle of useless bureaucratic
rules and regulations and dogmatic prototypes. Criticizing the
Tibetan authorities, Khan observed:
. . . You cannot take a mission forward with feudal high-
handedness, emotionalism and rigid orientation. Can you
run big educational institutions talking past others in
seemingly autistic disregard of what the others say on the
ground that the others are foreigners and do not belong to
your class of people, and. . . do not understand you,
your culture and religion, [and] hence should be set aside
with a wave of hand? You can build stone-buildings, not
the educational institutions if you go that way (Tibetan
Review
,
June-July, 1976, pp. 20-21).
Khan was equally critical of Indian authorities working with
Tibetan schools. He said that since the Central Tibetan Schools
Administration is an autonomous body, its effectiveness largely depends
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on the efficiency and imagination of its secretary. During Khan's
period of service, one out of five secretaries was an educator. If
the CTSA cannot prefer an educator to a bureaucrat, then Khan would
let the educational planning and development be entrusted to persons
who know, understand and devote their time to educational development,
sparing the secretary of the CTSA to deal with the real secretarial
chores such as medical bills, travel concessions, leaves and other
permissions ( Tibetan Review , June-July, 1976).
Dawa Norbu, editor of the Tibetan Review
,
in 1976 described the
very deplorable conditions in the Tibetan schools in India. According
to Norbu, although the Indian government has provided adequate
facilities, these schools appear to emphasize the form and formality
of education rather than its content. In Tibetan schools the acquisi-
tion of information is often mistaken for education. Norbu is
critical of both Indian teachers and Tibetan teachers. He finds the
Indian teachers are not very attentive to their teaching task. He
says it is common to observe teachers cramming for their degree
examination, letter writing and knitting or gossiping in the classroom.
Tibetan teachers have a big share in the education for Tibetan
children. Norbu observed many Tibetan teachers are lamas. He traces
this trend to its origin in the di scrimi natory policy that the Council
for Tibetan Education pursued in the early 1960s. When a Teacher
Training Center was instituted in Dharamsala, admission was open to
only lamas. Norbu does not allege that lama teachers do not teach
well or that they are not well-versed in their field. But he suggests
11
that there is something vital and subtly lacking in them as teachers.
They have a one-dimensional approach to life. Thus, the atmosphere
in most schools starts to resemble that of a monastery. There is no
close and friendly teacher-student relationship.
A year after articles by Mr. T. A. Khan and Dawa Norbu, and a
great number of letters to the editor, appeared in the Tibetan Review
the researcher visited the Council for Tibetan Education and a number
of Tibetan residential schools and day schools. Through observation
and discussions with many people-students, teachers and admi nistrators-
he was able to verify much of the above criticism. School personnel
seemed to feel that the prospect for a drastic change is hopeless
because of heavy bureaucracy in New Delhi and Dharamsala. The first
secretary in the Council agreed that the quality of education in refugee
schools is low. In the last five years a steady declining trend in
the examination results of Tibetan school students on the All India
Higher Secondary Examination has been evident. The term "curriculum
development" seems in a sense foreign to the people in those schools.
A strictly prescribed course syllabus and accompanying directory are
sent out from New Delhi and are quite similar to those of the Indian
public schools. Stated objectives for Tibetan schools do not exist;
nor are there clear statements of the priorities for improvement of
the Tibetan schools. Thus, the preceding analysis calls for a thorough
investigation of curriculum and instructional conditions.
12
PURPOSE OF THE STUDY
The purpose of this study was to determine curriculum and
instructional conditions in selected Tibetan refugee schools in India.
To accomplish this the researcher developed and defined objectives
for Tibetan schools. Next, the curriculum and instructional
conditions in the Tibetan schools were described. A comparison was
then made between the established objectives and the program and
conditions in the sampled schools in order to determine if the
objectives are presently being accomplished. Finally, recommendations
for improvement in the curriculum, instruction and administration of
Tibetan schools were made. Specifically, the following research
objectives guided the study:
1. To establish institutional objectives for Tibetan schools in
India.
<1 ,i.
2. To identify general curriculum conditions in Tibetan schools.
3. To determine the extent to which the schools are presently
reaching the established objectives.
4. To present recommendations for curricular and instructional
improvement and for change in administration.
To aid in implementing the above objectives the following
research questions were established:
1. What are the sources from which objectives for Tibetan refugee
schools in India are derived?
2. What are the administrative structures and physical conditions
in Tibetan schools?
3. What are the patterns of student responses to the established
objectives?
4. To what extent do Tibetan schools meet the established objectives?
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5. What are the similarities and differences among the sampled
schools?
6. What improvements can be made to help the program in the
Tibetan school s?
7. What are the additional research needs for these schools?
DEFINITION OF TERMS
For purposes of the present study, the following six. key terms
were central in the investigation.
Educational envi ronment--The aim of education is to impart
specific knowledge, skills and attitudes. The environment includes
physical, psychological, social and intellectual conditions. The
environment provides a condition to which individuals both attend and
react. The same environment can be perceived differently by
individuals with different needs. Thus, a person's behavior is
determined by the dynamic interaction between his/her unique needs and
the environmental condition. John Dewey concured with this definition
when he described the environment as:
. . . the particular medium in which an individual exists
which leads him to see and feel one thing rather than
another. . . it strengthens some beliefs and weakens others
... it gradually produces in him a certain system of
behavior. ... In brief, the environment consists of
those conditions that promote or hinder, stimulate or
inhibit, the characteri sti c activities of a living being
(Dewey, 1916, p. 1).
Robert Sinclair has conceptualized Dewey's description of
educational environment:
It is the conditions, forces and external stimuli which
foster the development of individual characteristics.
The environment is recognized as a complex system of
situational determinants that exert an influence upon
14
participating individuals.
. . . This conceptualization of
environment is based upon the assumption that behavior is afunction of the transactional relationship between theindividual and his environment (Sinclair, 1968, pp. 2-3).
Therefore, the educational environment in this study means those
conditions, forces and external stimuli, whether they are physical,
psychological, social or intellectual, that ensure the attainment of
specific knowledge, skills and attitudes.
Curricul urn-- In the context of schools concerned in this study,
as Harold Spears (1951) suggests, the curriculum means the prescribed
classroom program. It is represented by printed courses of study
that set out a rather specific outline of content by grades and subjects.
The content includes, as Lawton (1975) points out, certain aspects of
life, certain kinds of knowledge, certain attitudes and values which
are regarded as important for transmission to the next generation.
Problems arise with refugee schools when the educational process
seeks primarily to conserve and preserve the dominant ideologies,
customs, laws and institutions of that society, because the refugee
is the epitome of the transitional man, a man whose roots have been
torn from the soil of his traditional life, and a man who confronts
contradictory ideologies, customs, laws, institutions and cultures.
This is very important in terms of the definition and development of
curriculum for these Tibetan schools in India, for Devon (1976)
already speculates that "Gradual assimilation of Tibetan children into
Indian society through the schools is anticipated in the second and
third generations."
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A preferred definition of curriculum would include Tyler's
(1957) definition, "all of the learning of students which is planned
and directed by the school to attain its educational goals" and Tanner
and Tanner's definition,
The planned and guided learning experiences and intended
learning outcomes formulated through the systematic
reconstruction of knowledge and experience under the
auspices of the school for the learner's continuous and
willful growth in personal competencies (1975, p. 38).
In addition to incorporati ng Tyler's and Tanner's definitions,
this study attempted to focus new understanding of Sinclair's (1978)
meaning of the hidden and emerging dimensions of curriculum on
problems of the intended and planned curriculum. Detecting hidden
and emerging dimensions is particularly relevant in these Tibetan
schools in India.
Objecti ves- -Cronbach (1967) suggests that in conventional
schools with vague and broad-based aims, goals and philosophies,
the educational program is assumed to be the same for all students.
Individual differences are accommodated either by eliminating students
from the program or by forming homogeneous groups. Tyler (1949)
states that objectives are the personal choices of educators. Ammons
( Encyclopedia of Educational Research , Fourth edition, 1969) says
statements of objectives have been for the most part reasoned re-
flections of individual or collective opinion, not results of empirical
studies. And Goodlad (1966) stipulates that objectives are drawn
from a value position. The analysis of that position is basic to
appropriate statement of objectives.
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Tyler, Ammons and Goodlad have made reasoned points, but they
are primarily concerned with the sources of objectives rather than
definition itself. Merely to state that an objective is a description
of or breakdown of the purpose does not indicate whose purpose.
In stating objectives one needs to answer whether the statement is
to be broad or specific, or who is to use the statement, and to what
end or ends. Ammons offers a definition with three dimensions: the
source of the statement, the elements in the statement, and the
intended function of the statement. An educational objective is
defined by Ammons as
a statement of purpose that is derived by educators from
the general purpose stated by the group that controls the
educational enterprise; contains a description of the
student behavior sought and a description of the content
through which the behavior is to be developed; and is
designed to guide the instructional decisions of the class-
room teacher (unpublished paper).
The educational objective must be understood as Tyler (1949)
proposes: the criteria by which materials are selected, content is
outlined, instructional procedures are developed and tests and
examinations are prepared .
Instruct!’ on--In Instructional System , Banathy defines instruction
as a typical classroom setup, the environment and classroom procedure
are uniform and regulated and the processes are teaching and control.
Gail Inlow (1973) distinguishes between "curriculum as a body of learning
content and instruction as a methods avenue to learning." Broady
and others (1964) stress "curriculum consists primarily of certain
content organized into categories of instruction." Johnson (1967)
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argues that curriculum prescribes the results of instruction.
In Theories of Instruction
, MacDonald defines instruction as
"the pupil-teacher interaction situation." This study suggests that
there is no need to compare and contrast in defining instruction.
Instruction is the process of education. It denotes processes and
functions that facilitate the mastering of specific learning tasks.
Accordingly, instruction is viewed as an interaction between the
learner and the environment through which the learner is making progress
toward the attainment of specific knowledge, skills and attitudes.
Modern Education--This term is characterized by its emphasis
on the development of the person and aimed at acquiring skills and
competencies for employment opportunities. The pedagogy of the problem-
solving, scientific methods and inquiry approaches are associated with
modern education. For the purpose of this study the modern education
refers to the type of educational system in India which is, in turn,
altered but derivative of the colonial education.
Traditional education--This education includes the study of
Tibetan language, culture, traditions and, particularly, Buddhism.
The pedagogical approach is no different from the modern education
described above. The traditional education component is an addition
to the complete set of modern education course syllabuses from the
Indian public education.
SIGNIFICANCE OF THE STUDY
The study of Tibetan refugee education is significant and
meaningful on two levels. The first lies in its potential to make a
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new contribution to the field of education. The second is a matter
of the personal aspirations and yearnings of the researcher for
systematic improvement in Tibetan schools. Because of the variety of
situations, the Tibetan refugee schools in India provide, in the
researcher's view, a fascinating opportunity to conduct studies which
will benefit students who are in the fields of cross-cultural and
multicultural education, psychology, anthropology, sociology and,
of course, education. Yet, in the past twenty years the Tibetan
refugee schools in India have not been studied.
In many other areas, research concerning Tibet is reasonably
well developed and documented in Tibetan and other languages. A large
and extensive collection of volumes of published materials is available
on the Buddhism, art and culture of Tibet. The predominant literature
includes an exotic study of mysticism, meditation, and Lamaism,
fictionalized novels and the explorers' notebooks. The Third Eye
,
Kim
,
Shangri -La The Tibetan Book of Death
,
and Titan in Tibet are
popularly studied in literature, psychology and religion classes.
The mystical notion of Tibet--roof of the world, everlasting life and
snow-man--has overshowed other more earthy and human sides of Tibet,
including education.
Thus, to present Tibetans as they are is a task of significance.
It is a harder task to present education without the complacence of
exotic mysticism and far-fetched fictional ism such as pervade the
story about education in The Third Eye . In the absence of researched
literature on education, this study of the curriculum and instructional
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conditions is a significant pioneering contribution to the field of
education.
In these schools a need to improve and change is generally
recognized, but no-one has conducted a thorough investigation in order
to identify specific problems and propose appropriate change in these
schools. In the light of this felt need this study can be anticipated
to have influence on the practical operation of these schools. The
process and product of this research, then, can lead to actual inter-
vention to change the problematic conditions, presently existing in
Tibetan schools.
The aspiration and professional goal of the researcher is to
work, teach and write about the Tibetan refugee schools and other
refugees and minorities in general. It is hoped that this research
and its outcome will have a positive impact on and make a contribution
to the disadvantaged people of the world, especially the children
in those schools and in similar stations in life. This intent and
hope are of greatest significance to the life of the researcher.
DELIMITATIONS OF THE STUDY
The Tibetan refugee schools are both sheltered and protective
environments. This condition is due in part to a long Tibetan tradition
of isolationism and to Indian foreign policy. In early days prior to
India's assumption of responsibility for these schools, there were
considerable contacts with outsiders. Some Westerners taught in these
schools. In 1963, one Danish volunteer dispatched a critical report
back home for publication. Since then Indian authorities have asserted
20
their prerogatives and relationships with others have been generally
severed.
Today, a study of any kind concerning these schools attends a
number of variables, conditions and delimitations that one must
observe. The political sensitivities, the paucity of literature and
the researcher's personal limitations were obstacles to conducting the
kind of close contact research which would produce a better result.
In the context and consideration of these conditions, the study was
delimited to propose a design that requires imposition of the fewest
possible conditions on the program which would confine, restrict, or
hinder the ongoing improvement of these schools.
Although the study is generally concerned with the Tibetan
refugee school system as a whole, the specific focus was delimited to
six selected schools starting from eighth grade and upward. The
reasons for this limitation were: (1) schools with higher grade
levels are comparatively better organized, financed and staffed; and
(2) students in that age category are more conscious of their own
culture and attitudes toward others.
Another important delimitation was that the researcher is a
Tibetan who has attended one of the refugee schools. He is aware
of restri cti ons . His knowledge of cultural norms and social hierarchy
will place him in a conflict of interest between standards of objectivity
and openness, on one hand, and traditional considerations, on the
other.
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APPROACH TO THE STUDY
As stated in the statement of problem section the Tibetan
schools operate, to a large extent, on a day-to-day basis with an
abundance of bureaucratic rules and regulations. The schools have no
unified statement of educational philosophy and institutional objectives.
The course syllabus, textbooks and examinations are the component
of what one may call the academic curriculum.
The study is divided into three parts: (1) The development
of objectives, (2) the research to determine curriculum and instructional
conditions, (3) a comparison between the established objectives and
existing conditions, and (4) a presentation of ways and means to
improve these schools. The objectives were developed and defined in
the context of the traditional Tibetan culture and aspirations and
modern education. The Tibetan tradition and modern education are
equally important to these schools. The second part analyzes curriculum
and instructional conditions in the present process of operation and
the problems associated with the Tibetan refugee schools. In the
third part, objectives and existing conditions are compared with a
view to bring forth both their strengths and weaknesses whereby
concrete recommendations can be presented for the improvement of
the ongoing program.
The intent of the study is to bridge the past and present which
is the purpose underlying the organization and existence of these
refugee schools as envisioned by the Dalai Lama and approved by the
late Indian Prime Minister Nehru. It is hoped that these schools will
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produce a new kind of Tibetan in the future. The approach to the
study is specifically organized according to each research objective.
The research objectives are restated here and the procedures for
accomplishing the objective follows immediately.
Objective- -To establish institutional objectives for Tibetan
schools in India.
Procedure- -For the purpose of establishing the research
objectives and prioritizing them, an analysis of Tibetan tradition and
culture was undertaken. This was strengthened with information
resulting from interviews of Tibetan teachers. The process provided
data for deriving educational objectives.
Objecti ve--To identify general curriculum conditions in Tibetan
schools.
Procedure- -The researcher visited five residential schools and
two day schools and administered the research questionnaire in grades
eight through twelve in seven schools. Also, school administrators and
randomly selected teachers and students were interviewed to collect
their perceptions toward curriculum, instruction and general conditions
in Tibetan schools. The classroom observations were made and printed
materials describing the curriculum and general conditions existing in
Tibetan schools were collected. All these procedures enabled the
researcher to analyze the practical reality of the curriculum,
instruction and general conditions of the Tibetan schools. Reports
were made about each school so that similarities and differences
in the selected programs could be determined.
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Objective- -To determine to the extent to which the schools are
presently reaching the established objectives.
Procedures The curriculum, instruction and school environment
were summarized and then the schools were analyzed according to the
established objectives. In other words, the researcher compared the
schools with the established objectives with a view toward bringing
forth the strengths and weaknesses of Tibetan schools in India.
Objective- -The findings were summarized and recommendations
for actions to improve current problems made. Practical problems of
the schools, individually or collectively, were identified and specific
plans for change proposed. The plans for change related directly to
the defined problems and objectives. The scope of the present study
does not make it possible to consider all existing problems in
curriculum, instruction, or the educational environment. Rather,
priority problems were considered. A manageable number of priorities
were determined by the researcher and validated by members of the
dissertation research committee.
ORGANIZATION OF THE STUDY
Chapter One presents the general nature and need for the study,
the statement of the problem, purpose of the study, definition of
terms, delimitations of the study, approach to the study and organiza-
tion of the study.
Chapter Two contains three sections: (1) general background
on Tibet, (2) a presentation of three historical personalities, and
24
(3) a comparative analysis of modern and traditional educational
systems.
Chapter Three presents the design of the study: (l) it describes
the conceptualization of objectives through review of literature and
interviews with a number of Tibetans who formerly were teachers in
India or worked with the Tibetan schools, and serve to represent the
modern education practice in India; (2) development of research
instruments, (3) actual field work; and (4) techniques for data
analysis.
Chapter Four presents results of the study in which: (1) specific
curriculum and instructional conditions in Tibetan refugee schools are
described; and (2) a comparison is made between the established
objectives and the educational conditions to determine if the objectives
are presently being accomplished.
Chapter Five includes the summary, implications and recommenda-
tions for improvement of curriculum, instruction and administration
in the Tibetan schools in India. This last section also includes
suggestions for future research about education of Tibetan refugees.
CHAPTER II
OVERVIEW OF THE BACKGROUND, PHILOSOPHY AND
DEVELOPMENT OF TIBETAN REFUGEE SCHOOLS
IN INDIA
The Tibetan refugee schools were established with high aspira-
tions and aims. Curriculum is designed to provide a balanced education.
Balanced education, the Dalai Lama (1962) writes, emphasizes the
importance of enabling Tibetan children to learn their own rich culture,
history, language and traditions while at the same time imparting to
them a modern scientific education. He wants them to remain Tibetan
while functioning properly in today's world. This is the meaning of
the concept, balanced education. But nowhere can one find a planned
curriculum with specifically defined objectives and activities that
explain balanced education to guide the school program.
This chapter proposes to analyze and review elements, principles
and components of traditional and modern education in order to construct
a rationale for the balanced education. "Traditional" is defined as
encompassing ways and values in Tibet prior to 1959. "Modern" is
defined as "scientific", "Western" and "20th century" education, and
these terms are used i nterchangeably throughout this study. The
first section of the chapter gives general background of Tibet including
demographic and geographic information. The second section presents
in detail three personalities who have profoundly influenced the
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growth and development of Tibetan education. The third section
provides detailed descriptions of the traditional secular and monastic
education systems in Tibet. Finally, the theories of three 20th
century educational thinkers are presented in order to compare and
contrast modern perspectives with traditional education.
Together, these four sections will constitute a foundation of
information about the balanced education--the aim of the Tibetan
refugee schools. This whole chapter is in response to the first
research question: what way do objectives for Tibetan refugee
schools derive?
General Background of Tibet
Origin of the Name
People in Tibet call their country "Bod." The origin and
source of the term is controversial
. Early writings of Tibetan
scholars suggest that the name Bod originated from the name Pugyal
,
or "upper kingdom." Others hold the view that Bod is derived from Bon,
which is the ancient religion of the country before the introduction
of Buddhism in the seventh century. In his article, "Origins of Tibet
and Tibetans," Takla (1975) suggests that this contention is quite
likely because in the evolution of the Tibetan language many Tibetan
words having the suffixed consonant sound of "Na" are pronounced as
"Da" in a later period. The word "Bod'/means 'escape 1 in Tibetan, and
thus another group of historians draw inference that this name was
given to Tibet since the Indian King Rupati and his army escaped to
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Tibet after defeat in a feudal war in India. The Sanskrit word for
Tibetan is "Bhotia." Bod may have also been adapted from this source,
but Gedun Chophel stresses that Bhotia is a distorted pronunciation
of Bod.
The modern word Tibet by which the country is known to the
world outside derives from the Mongolian "Thubet," the Chinese "Tufan,"
and Thai "Thibet," and the Arabic "Tubbat." Gedun Chophel, the author
°f The White Annals
, contends that the word Tibet is derived from the
Chinese word "Tufan" which is, in turn, a corrupted sound of the
original Tibetan word "Topa" meaning the highlanders. This is confirmed
by Bell, who claims that "It is generally surmised by Western scholars
that their word Tibet, with its variations, is derived from two
Tibetan words "To" + "Po" meaning Upper Tibet. (1928, p. 1)
Origin of the Race
Like the name of the country, the origin of the Tibetan people
is still a mystery. Theories put forward about it are based on all
sorts of lay observations and legends. They postulate various migrations
of different peoples, but due to lack of anthropological studies it is
hard to verify any particular theory as authentic among the many
disputed hypotheses. Bell (1928), Shakabpa (1967), Norbu (1968),
and Takla (1975) record the following legendary story.
In the beginning Tibet was under water. The Buddha of that
epoch cut through the Himalayan mountains and slowly drained away the
water to the south-east leaving the country surrounded by great
mountains. The tradition maintains that Tibetans are descended from
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a male monkey, incarnation of the Lord of infinite mercy (Tib:
Chenresi or the spirit of the Dalai Lama) and a mountain ogress, an
incarnation of Tara, the goddess of protection. These two produced
six progeny in Tsethong, some sixty miles to the south of Lhasa.
Shakabpa (1967) and Stein (1972) cite a list of some of the virtues
and vices of the original Tibetans. From their monkey ancester the
first inhabitants inherited hairy bodies and red faces, and from
their ogress ancestress, the absence of tails and a taste for meat.
Some people inherited devotional zeal, wisdom and kindness from their
father, while others acquired from their mother the lust to kill,
physical strength and courage.
Takla (1975) and Shakabpa (1967) have mentioned another
possibility. This theory may be called the tradition of Indian
ancestry. Takla quotes from Chapter Ka of the Tanjur that, in his
tribute to Indian culture. Pandit Sherab Gosha records that the Tibetan
race originated from the Indian King Rupati who fled to Tibet after
being defeated in a great battle with the famous Pandavas. King
Rupati and his followers are said to have permanently settled in Tibet.
Many foreign writers, including Bell (1928), and Richardson
and Snel 1 grove (1968) are of the view that the Tibetan race originally
descended from the nomadic, non-Chinese Ch'iang Tribes who herded
sheep and cattle in eastern central Asia many centuries before the
Christian era. The tradition of this origin, Richardson and Sriell-
grove(ibid) say, is seen in the extensive nature of Tibetan farming
with its ever-present element of animal husbandry. It is seen in the
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readiness of the Tibetans to travel great distances, and in their
seemingly inborn ability to handle and look after horses, yaks, and
other animals. It is also to be found in their delight in the open
air and the open spaces encouraging their sturdy individualism. But
the most obvious clue to Tibetan beginnings is in the large number
of true nomads who depend entirely on their flocks of sheep and goats
and their herds of yaks. Living in tents they move throughout the
year in wide spaces with well recognized limits. The Ch'iang tribe
theory does not contradict the preceding tradition of the monkey-
ogress ancestry. Stein (1967) says that a Chinese term, "Mi-hou,"
denotes the monkey from whom the ancient Ch'iang were said to be
descended.
The racial stock of nomads is far less mixed than that among
the settled Tibetans of the southern and eastern valleys, but there
are essentially two types of racial differentiation. The majority
of the people in the U-Tsang region are short of stature, round-
headed, and high-cheekboned. They are slightly different from those
of other regions. The people of Kham and Amdo and the nomads are
tall, long headed and long limbed. Stein (1972) suggests that the
explanation really is that different populations have occupied the
various parts of Tibet in the course of its history, and to a certain
extent remain there still. This understanding does not present a
theoretical problem. Modern anthropologists include Tibetans in
the Mongoloid race, but up to now no comparison of the skulls has
been made.
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Geographical Position
Tibet is a highland in the center of Asia which is surrounded
by the highest mountain peaks and ranges in the world. The massive
heights of Tibet divide China from India. Tibet lies west of China,
north of India and Nepal, east of Persia, and south of the Soviet Union
and Mongolia. Tibet also nourishes the sources of the Yangtze and
Yellow rivers flowing into China; the Indus and Brahmaptura flowing
into India; the Mekong flowing into China, Laos and Vietnam; and the
Salween flowing into China and Burma. The upper sources of these
major rivers reach far back into the interior of Tibet.
Many Western scholars divide Tibet into a "political Tibet"
and a cultural Tibet. The political Tibet Bell (1928) records from
approximately the 78th through the 103rd degrees of east longitude--
from Ladakh in the west to Tachienlu in the east; by approximately
the 27th through the 37th degrees of north 1 ati tude--from the Himalayas
in the south to the Kunlun and Tanglha ranges in the north (p. 36).
Tradition believes that Tibet is shaped like a lady lying on her
back in the west-east direction. The broad plateau is enclosed on
three sides by mountain ranges; on the north are the Kunlun and
Tanglha ranges, on the west the massive Karakorum and Ladakh mountains,
and on the south for 1,500 miles the majestic sweep of the Himalayas.
Only to the east is there a gap in the mountain barrier. The Yangtze,
Mekong, and Salween, rising in the northern part of that area, flow
first through a stretch of open upland before they turn southwards
and cleave three deep parallel gorges which form almost as formidable
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barrier as the mountain ranges.
The area enclosed by these impressive boundaries is about
500.000 square miles. Tibet is larger than France, Germany, Great
Britain, Spain and Italy combined. Tibet can also be divided into
several physical or natural regions. The greater part, perhaps three-
quarters according to Bell (1928) and Richardson (1962), is a high
and tangled wilderness of mountain ranges and plains. This area is
known as Chang Tang (north plain), situated at an elevation of
16.000 feet and upwards. Chang Tang is also studded with lakes, but
since these have no proper outlets their water is salty. Some of the
highest lakes in the world are found here. Chang Tang is unsuitable
for agricultural purposes, as it is too cold and too high for crops
or trees to grow, but scattered nomads graze their flocks of sheep
and yaks on this highland area. Many Western writers claim that Chang
Tang is a desolate, barren desert. Contrary to this popular notion
Change Tang is anything but a desert. Grasses and all kinds of flowers
grow there during the summer season, and Chang Tang supports a large
population of Tibetan nomads.
The southern part of the country contains the valleys of many
great rivers. Along their tributaries, from an elevation of some
15.000 feet down to 9,000 feet, lie the main cultivated areas of Tibet.
Such towns and cities as Lhasa, Samye, Shigatse, and Gyantse are found
in this area. From the southern and western regions the great rivers
of the Indus, Sutlej, Ganges and Brahmaputra originate. Eastern Tibet,
or Kham, is the most fertile region of the whole country. The three
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great rivers of the Yangtze, Mekong and Salween rise in the Tibetan
highlands and run through Kham almost parallel for several hundred
miles. Their deep valleys, separated by ranges reaching 15,000 feet
or more in height, are in places as close as twenty to thirty miles
to each other.
At Tachienl u an iron bridge demarcates the border between
China and eastern Tibet, and a white stupa known as Chorten Karpo
marks the limits of Tibet's northern frontier at Karchu
. The lofty
Himalayan range forms the southern frontier of Tibet. The Himalayas
also act as a barrier to monsoons coming from the Indian Ocean. The
Karakorum range and the A1 tyn Tagh range are the natural boundaries
in the west and north.
Tibet has three main provinces, known as the Cholkharsum.
U-Tsang includes the area from Ngari Korsum in western Tibet to Sokla
Kyao. From Sokla Kyao to the upper bend in the Yellow River forms
Kham, and the area from the Yellow River bend to Chorten Karpo is
called Amdo province. Though Tibetan tradition claims that Tibet has
one race, one culture, and one language, each of these groups has
distinct racial features, dialects, and cultural practices.
Climatic Conditions
The Tibetan winter is long, cold and hard up in the mountains,
but it is made liveable in the valleys and plains by the sunshine.
Tibet's altitude ranges from the highest point of Mt. Everest at
29,000 feet above sea level to the lowest point in its valleys and
steep gorges of two to three thousand feet. In the southern and eastern
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regions the lowest areas of habitation are, according to Shakabpa
(1967) at a level of four thousand feet, but it is generally accepted
that the majority of the people live at elevations between nine and
fourteen thousand feet above sea level. Lhasa city, the capital of
Tibet, is situated in the Kyichu (Brahmaputra) valley at an elevation
of eleven thousand feet. Due to its high elevation Chang Tang is not
under cultivation, but is used for grazing sheep and yaks. Areas
below fourteen thousand feet generally can be cultivated in Tibet.
The climate, rainfall and vegetation are different according to
latitude, altitude and the vast diversity of local conditions. In
general the air is dry and the sun is strong. In the higher regions
it is colder and there is very little rainfall; but in the lower
regions there is moderate rainfall and a fairly warm climate. For
instance, Shakabpa (1967) records that in Lhasa city the maximum
temperature is eighty-five degrees Fahrenheit and the minimum is
from minus three to minus five degrees. In the country as a whole,
the maximum rainfall is eighteen inches and the minimum fifteen. (Bell,
1927).
The people of the outside world always imagine that the Tibetans
live among snow and ice. Actually it does not snow very much in
Tibet, but when it does, it takes a long time to melt. The heaviest
snowfall on the plateau is about four or five feet, compared to ten
feet or more on the foothills of the Himalayas in northern India.
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Population
Population estimates vary widely, for no thorough or accurate
census has ever been taken in Tibet. An early Tibetan chronicle
records that when the kings sent troops against China in the seventh
century, they were able to recruit as many as 200,000 men. According
to Richardson (1962) Father Orazio Dello Penna in the eighteenth century
goes to the extreme with a figure of thirty-three million people.
In 1951, Chinese officials published 3.75 million as the population
of the Tibetan Autonomous Region. Regardless of the validity of these
figures, it appears that the population of Tibet has indeed declined
over the centuries, because more recent sources have estimated the
population of Tibet to be anywhere from three and a half to six million.
Of this number Shakabpa (1967) classifies approximately 48l as nomads,
32'X as trades and agriculturalists, while monks and nuns, drawn from
all classes of society, form about 20% of the population.
Language
In Tibet: A Handbook
, Hoffman (undated) writes that Tibetan is
a branch of the great Sino-Tibetan family of languages. This position
is supported by many Sinologists and other writers who do not work
with the linguistic disciplines. At the other extreme, Shakabpa (1967)
stresses "There is no resemblance between the languages of Tibet and
those of India or China, although the Tibetan script was adapted from
an Indian one (p. 12). Amongst specialists in linguistics its
classification is not clear at all. As to formal membership in one of
the language families, Tibetan is a hotly debated issue in the linguistic
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field. P. K. Benedict published "Sino-Tibetan: A Conspectus" in
1972, and under his auspices no less than eight conferences were held
on the relationships of Tibetan to Burmese and to Chinese. The
proceedings are published in a new journal Linguistics of the Tibeto-
Burman Area. Sprigg (1976) claims that it has been accepted for a
century or more that among the major languages of central and eastern
Asia, Tibetan most closely resembles Burmese. The credit for dis-
covering this relationship, as long ago as 1853, must go to the great
linguist J. R. Logan. He was the author of the two terms, Tibeto-
Burman and Burmo-Tibetan. Generally speaking, this linguistic family
consists of the languages spoken in Tibet, Burma, Laos, Thailand,
Vietnam, Bhutan, Sikkim, Ladakh and northern areas of Nepal as well as
in the Yunnan and Szechuan provinces of China.
In structure and vocabulary the Tibetan language is what
Hoffman and Stein (1968) call a monosyllabic and isolating language.
Normally, a Tibetan word consists of only one syllable. Each word
contains at the minimum a consonant, namely the base letter (which
Stein calls the irreducible root) and a vowel, although it often
contains one prefix and one or two suffixes. Since the seventh century
Tibetan has been written in an alphabetic script which was developed
from Sanskrit. With variations, Tibetan is spoken by fifteen to
twenty million people in the Himalayas and Sino-Tibetan border areas.
In fact Pandit C. Dass (1903) calls Tibetan the Lingua Franca of the
Buddhist world in higher Asia.
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Literacy
In consulting the existing literature there is general acknow-
ledgement that the country's literacy rate is relatively high. No
sources give specific figures. It is further allowed with Stein's
statement that the monastic curriculum includes traditional sciences
besides religion and philosophy, so religious institutions played an
important and extensive role in the country' s cultural and intellectual
life. The Bureau of the Dalai Lama (1969) states that the traditional
system of education with its emphasis on religion and philosophy was
suited to the needs of the people in Tibet as it was in the past--
isolated and unaware of the rest of the world. Shakbpa (1967), Bell
(1927) and Wadell (1895) have recorded varying figures, a literate
population of between 20%- 2 5% among monks and nuns of the country.
In addition to the monastic population the ability to write and,
particularly, to read is fairly widespread among the lay people.
Secular education is meager, but is not entirely lacking.
Professional scripture reciters and copyists are commonly found
throughout the country. Probably some 20% to 25% of lay people can
read at a minimum level. From today's perspective, what Tibet
lacked was not necessarily literacy and education, but rather
systematically planned and organized schools. More than once, under
the leadership of the Dalai Lama nationally planned modern schools
were opened, but the monastic backed conservative elements stopped
them.
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Although a great number of books on Tibet and especially
biographies of learned figures deal with stages of progress in
learning, specific reference to education and schooling are practically
nonexistent in the literature. A few works, such as Richardson 1 s (1961)
and Bell's (1927), contain a paragraph or two on education and
schools. Waddell (1895) gives a brief description of the monastic
curriculum. To an extent, this lack of information on education and
schooling is the result of the dichotomy between monastery and school.
Despite this comparatively high level of literacy, Tibet did
not have a system of secular education or public schools. Nor did
Tibet have fee-paying private schools that are common throughout
the rest of the world. Buddhism in Tibet, in recent times, did not go
out of its way to proselytize itself. That may be the reason Tibet
does not have religious schools other than the monasteries and nunneries.
Yet the basic activities of teaching and learning are quite common
and available to a great number of children if the children and
parents have the desire to pursue it. No child is excluded from
learning for just being poor. The teaching profession is considered
a highly respectable and virtuous one. Teachers do organize schools
and teach on their own initiative, and it is believed that the teaching
act consitutes merit. It does not involve financial consideration;
love, compassion and good deeds are the bonds between the teacher
and students.
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Three Historical Personalities
Tibetan refugee schools in India have existed for the past
twenty years. The expressed aim for these schools is to provide a
balanced education, that is, an education which balances concern for
the content of Tibetan traditions, with modern scientific education.
Course syllabuses are geared to achieve this aim. Although this
broadly expressed aim of education might have been sufficient to run
a traditional school, in the modern day the absence of clearly defined
and stated educational objectives makes systematic appraisal of
curriculum and instructional conditions difficult. To magnify the
problem further
,
not only are clearly stated objectives and evaluation
procedures absent, but also very limited documentation about the
schools exists. Information relating to goals and academic aspects of
the program, from which one could derive components and conceptualize
measureable objectives is especially lacking.
There are several contradictory notions of what constitutes
a balanced education. The Dalai Lama emphasizes the importance of
enabling Tibetan children to learn their own rich culture, history,
language and traditions while at the same time imparting to them a
modern scientific education. He wants them both to remain Tibetan
and to function properly in today's world. The Bureau of the Dalai
Lama contends that the purpose of the schools is to maintain "every-
thing that identifies us as Tibetan in the effort to keep alive our
cause and overcome our adversary" (1969, p. 324).
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In contrast to this position, Don Taylor (1969) suggests three
goals for the Tibetan schools but is uncertain whether the school
curriculum trains the refugee: 1) for his technical and world role;
2) for the inevitable acculturation that must occur for a Tibetan in
India; and 3) for the successful retention of the Tibetan culture and
identity within the Indian scene. Taylor's contention of inevitable
acculturation is supported by many Western observers and reporters
who have frequently pronounced the gradual decline of ancient Tibetan
cul ture.
Contradictions in the notion of balanced education are
corroborated in the nature of education itself. An ideological problem
inherent in education for refugees has been suggested in the definition
of terms section. The educational process seeks primarily to conserve
and preserve the dominant ideologies, customs, laws and institutions
of society, and thus presumes stability. On the other hand, a refugee
is the epitome of the transitional man, a man whose roots have been
torn from the soil of his traditional life, and a man who confronts
contradi ctory ideologies, customs, laws, institutions and cultures.
The need to foster new thinking and programs while maintaining and
preserving the culture, tradition and learning of the old is integral
to the refugee's life. Because they never intend to stay in the host
country, they must preserve the old; and since they never know when
they will return to the motherland, they must embrace the new.
Against this background and these problems, the Tibetan refugee
schools were established with hopeful goals. The schools are expected,
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according to the Bureau of the Dalai Lama (1969), "to provide modern
and scientific education and at the same time to protect, preserve
and disseminate Tibetan culture, learning and traditions." But
nowhere can one find a planned curriculum with specifically defined
objectives and activities that explain and guide the program.
Given the absence of literature on the schools and the vagueness
of the stated aim of balanced education the next section of this
chapter proposes to analyze the significance of three historical
personalities in the development of Tibetan civilization. Milarepa,
a great saint and poet of the eleventh century, is presented as a
timely man caught in the grave cultural conflict between the indigenous
tradition on the one hand, and imported Buddhism on the other. By
his diligent study and assiduous practice, he fostered an environment
to elevate the Tibetan cultural complex of the time. Tsong Khapa,
the founder of a school of philosophy, is treated as an adamant
educator. His many books deal with definitions, ways, means and
methodologies of learning which the modern day might call a curriculum
guide. Finally, this section considers the significance of the Dalai
Lama, a reincarnation of the highest attained stages of life and both
the spiritual and political leader of Tibet. He has been the un-
questioned leader of Tibetan refugees. Above all, he is the main
force and motivation behind the development of Tibetan refugee schools
in India. It is his intention to give a balanced education to these
children.
Mi larepa
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The mind is the universal
Cause of all Things
-Mil arepa
Milarepa (1052-1135 A.D.), the great saint and poet of Tibet
was, in the words of Sharma (1975), "one of the greatest figures
ever produced by Tibet." In popular sayings Milarepa is represented
as the only Tibetan who obtained enlightenment in one lifetime. His
biography and the collected songs, written in simple language, present
us with not only a glimpse of a great man and cultural hero, but also
with a valuable source for understanding the historical purposes of
Tibetan life and religion. For eight hundred years his life story and
songs have been a prized national possession. They are, C. C. Chang
(1967) attests, read and quoted by both learned and simple, by rich
and poor. They are viewed as the biography of a mystic saint, a
guide book for devotion, a manual for meditation, a volume of songs
and poems and even as a collection of Tibetan folklore and fairy
tales. Milarepa was a man above sectarianism. About one school,
he said. The Kadampas have teachings, but practical teachings
they have not." In fact he ridiculed establishments of all kinds.
Milarepa was first and foremost an ingenious scholar and
educator. He was a Buddhist by birthright, but he studied both the
pre-Buddhist religion and Buddhism. While Buddhism superceded all
others in his thought, it did not supplant them. He is most appreciated
as the man who incorporated Buddhism into the Tibetan cultural context.
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Until the eleventh century. Buddhism had maintained a precarious
relationship with the indigenous culture. Thus, though this section
is about the life of Milarepa, it will also place great emphasis upon
cultural aspects of his life. In order to stress the significance of
Milarepa' s contribution, a brief history which places Milarepa in
the proper context will be provided.
His torical Background
. The dated history of Tibet begins with
the thirty-third king, Songtsen Gampo, in the seventh century. Many
authors. Bell (1924), Richardson (1962), Shakabpa (1967) and Takla
(1975) have traced the dawn of Tibetan civilization to this king.
Songtsen Gampo consolidated Tibet as a great military power in central
Asia. His army conquered western China, upper Burma, Nepal and many
other surrounding principalities. Songtsen Gampo took a princess from
Nepal and another from China in marriage as an alternative to war.
In those days marriage was an indicator of the might of a kingdom.
According to C. Das, Buddhism entered Tibet under the auspices of
these two princesses. They also converted the mighty king to Buddhism.
Songtsen Gampo had al ready received information regarding the civiliza-
tion and sciences of the Indians and the Chinese from his emissaries
and messengers who had visited those countries (1893, p. 47), and used all
his influence to spread Buddhism in Tibet.
The language of Tibet had, up to this time, been an oral
language. In order to communicate with other literary nations and
to translate the Buddhist books, the king sent his minister Thonmi
Sambhota to India to study the art of reading and writing. Upon the
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minister's return, the Tibetan script was devised from the Brahmi
and Gupta scripts of that time.
Considerable opposition to Buddhism and the alien culture
were aroused, but the work relentlessly pushed on. The state-
sponsored Buddhist temples were established. Buddhism became the
state religion and its pacifism took root in the hearts of the mighty
warrior race of Tibet. With Buddhism and foreign queens also came
astrology and methods of divination from the T'ang dynasty of China
and a host of Sanskrit texts and learned Pandits from India and
Nepal. Works of translation were given a national priority. Buddhism
indeed brought great changes and improvements to Tibet; yet at the
same time it caused a great deal of internal dissension and cultural
confl i ct.
In those early days Buddhism was not incorporated into the
indigenous way of life. Owen Lattimore (1967) has suggested that in
Tibetan Buddhism, as in the Catholic church of the Middle Ages, the
general aim of religious rule was to supercede the feudal method
of dividing power among a number of hereditary nobilities. Thus, the
functional importance of Tibetan Buddhism was at first as the instru-
ment of the secular kings, who used it to circumvent the feudal power
of local families.
The growth of monasteries increased to the point of threatening
the secular authority. In the ninth century there was an anti-
Buddhist reaction under the king Lang Darma. The Tibetan chronicles
record that Lang Darma and his Bonpo ministers staged a coup against
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Buddhism. Buddhism was temporarily destroyed; books were burned and
monks were persecuted. There was a dark age of some seventy years.
Contrary to this view, Owen Lattimore has contended that the outcome
of this episode was that "the persecution failed and the church was
not destroyed.
. . .it was the kingdom that fell, giving way to a
constellation of minor principalities" (1967, p. 225). Lang Darma was
the last secular king of Tibet.
By the eleventh century there were great reform activities in
Tibetan Buddhism. The tradition refers to "saints coming from India
and Nepal" like Atisha,* who founded the Kadampa sect. The tendency
to split up into rival sects led to the formation of rival hierarchies
associated with rival secular principalities. Although Buddhism
brought to Tibet a higher sense of perspective and view of the universe,
the indigenous culture was overlooked instead of being integrated into
a unified system with Buddhism. Tibet was faced with the existence
of many alternatives in belief and practice. A major element in any
transitional time is confusion.
Milarepa appeared on such a scene at a time when many people
were seeking fulfillment in the institutions, while others, like
Milarepa, wandered the mountains and countryside in the lifestyle of
long-haired, socially aloof hermits, homeless and without possessions,
begging and meditating in isolated caves.
*
From Atisha came not only the greatest impetus for a Buddhist
renaissance but also the right direction for purifying the doctrine
then surviving in Tibet, i.e. for removing that which was wrongly
considered the essence of Buddhism (Alaka Chattopadhyaya
,
Atisa and
Tibet
, 1967, p. 280).
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!ifej»nd_SJ^. Despite the worldly comfort that ended in a
short span and was full of misfortune in his youth, Milarepa
originally came from a well-to-do family, by his village's standards.
Both his biography and songs contain his family background in detail.
His family is credited with powers of exorcism; they are known to have
been passionate gamblers, scripture readers and petty businessmen.
His paternal ancestors were wanderers from place to place, from nomadic
life to agricultural farming. His mother came from a noble family,
stein (1972) has said that after the loss of fields, house and chattel
in a dice game, the Mila grandfather and son had to leave the region.
They took up residence in Mangyul near the Nepalese border. There they
got wealth-the father by his reputed exorcism and the son by trading
in wool. He married his son, Milarepa's father, to a daughter of a
noble family. The occasion was marked by building a new house with
four pillars and eight beams. When Milarepa was born his father was
away trading. On hearing the good news of the birth of a son, the
father named him Thopaga (Delightful-to-hear). When Thopaga was four
years old, his mother gave birth to a daughter whose pet name was Peta.
At that time Milarepa's family was the topic of village gossip.
Milarepa later recounted:
In this region our words were listened to with respect
and we were all-powerful. Therefore the nobles of the
region were our allies and the peasants were in our service.
Although we had all these privileges, the villagers in
their secret meetings used to say, "These foreigners
were immigrants to this region and now they are greater
and richer than any of us. The farmhouse and field
implements and the jewels of the men and the women are
a sight to behold (Lhalpungpa, 1977, p. 16).
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These affluent days, however, met with an abrupt end due to thedeath of his father when Milarepa was only seven years old. His
s treacherously seized his vast partrimony. After many years
abor, utter poverty and humiliation, he was finally persuaded
by his beloved mother to avenge the deed and punish the wrongdoers.
The mother stated her desire:
Blark
WishJ s that thou shouldst learn the
kill these enemies of oSrs^
‘^anfc^off^h
t0
(Evans-Wentz^ 1974!^!%)°™ t0 the n1nth 9eneration.
Milarepa approached a sorcery teacher in the pre-Buddhist
gion. With this teacher he became well-versed in old Tibetan
religion and culture. Through devotion and service to the teacher,
he obtained powerful magic. His magic brought down a house during a
wedding feast where thirty-five people perished. Subsequently, he
called down a hailstorm which destroyed the crops of his village.
Not long after, Milarepa regretted his action and enormous
karmic obstruction. Thus, he said "I trod in Darkness." His
biography further records:
I was filled with remorse for the evil I had done bvmagic and by hailstorms. My longing for the teachinq
so obsesses me that I forget to eat. If I went out I
A?
n
ni h
^ in * l
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1 Stayed in
’
1 wanted to o’oit.t g t sleep escaped me. I dare not confess my sadness
1977?
e
p
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)° r ^ °nging for liberation. (Lhalungpa,
He sought the Buddhist teaching. His first teacher told him,
"the shadows of sin and pride made it impossible for him to make any
spiritual progress 11 (Chang, 1977, p. 680). This teacher then directed
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Milarepa to the famous teacher, Marpa, the king of translators, who
had just returned from India after many years of study and practice
there. On meeting Marpa, Milarepa said:
hiqhlands
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ha’
“ 8 9T 3t sinner from the Westn gn la , I ave come here to offer bodv snpprhand mind to thee. I pray thee to provide me with foSdclothmg and spiritual instruction and to enable me to’
Wen?’" 1974™ij n^ *** (EvanS-
Though the Biography records that Marpa had a premonition about
Milarepa's spiritual potential and destined future, he was aghast by
the bold request: food, clothing and teaching! Nonetheless, Marpa
accepted all the offers and consented to provide teaching only when
and if the proper time came. In the interim, for six long years
Marpa not only refused teaching, but also subjected Milarepa to utter
humiliation. He relentlessly put Milarepa on trial by imposing severe
mental and physical hardships upon him. Marpa' s pretext was that
Milarepa did not possess the appropriate fee for his teaching. Marpa
ordered him:
. . . build a house, and, when built, pull it down
again. Not only that; he had to carry back the stones
to the site from which he had removed them. This was
repeated for several times, one house being nine
stories high. (Sharma, 1975, p. 98)
At last Milarepa was accepted as a student, and rewarded with the
desired teachings. Then, for eleven continuous months he meditated
alone in a cave, where he finally attained direct realization and
the higher path.
Stricken with grief and longing to see his mother, he left his
teacher and went back to his home village. On arrival there he found
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the dried bones of his
.other inside the house which had been
dilapidated for a long time. Observing this painful human existence
he made a solemn vow that he would meditate on remote mountains until
he died. Recounting Milarepa's lifestyle and physical conditions.
Bell has recorded:
He imposed on himself.
.
. self-denial u
would not descend to the vilbL k ' • • • He
Ms cave'the^nettl
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grew on it'. (196s( p. 85J
Green
’ droop1ng hairs
At the end of his life Milarepa wished for a death in solitude. He
sang:
My death unknown to any being;
My rotting corpse unseen by the birdsit I can die.
No foot prints at the entrance;
No bl oodmarks in the cave
If I can die.
None to ask where I have gone;
No place to point to, saying "there."
If I can die.
This devotee will be fully content.
(Bell, 1968, pp. 90-91)
Contributions and Significance
. Milarepa's biography contains
very little about the content of his formal teaching, although his
disciples include both human and non-human beings. His messages are
very simple, and are given mostly in homely though quite sophisticated
verse. He taught villagers in the same manner as he taught his
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advanced disciples. He urged them to observe the law of karma, which
>s the cause and effect of action, and to understand the sufferings of
worldly existence. He meditated on and taught the grim paradox of
the certainty of death and uncertain time of death. He also stressed
how difficult it is to be reborn as a human being. Believing,
pondering, remembering these things and applying oneself to their
study and practice was central to his teaching. Milarepa believed
the mind is the universal cause of all things. He disdained philo-
sophical speculation. Said he:
To many explanations without the essence
Is like many trees without fruit.
Though they are all knowledge, they are not
ultimate truth.
To know them all is not the knowing of truth.
(Lhalungpa, 1977, p. 92)
Milarepa 1 s greatest significance lies in his particular blending
of pre-Buddhist Tibetan culture and Buddhism. Milarepa was a Buddhist;
this superseded all other considerations. Yet, he was also quite
familiar with the pre-Buddhist religion. He learned super-natural
power from a teacher of pre-Buddhist religion and practiced this power
throughout his life. So, if the Buddhist Tibetans perceive Milarepa
as a supreme being, in old Tibetan culture, mountain, river, rock,
spring, tree all alike are the dwelling places for these supreme
bei ngs.
Although there is no record of what, if any, books Milarepa
read or wrote, there are many editions of his biography and collected
songs in circulation in Tibet. Their influence among Tibetans is
immense and almost every literary family possesses a copy. The
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biography and songs have been translated into Mongolian, Chinese,
several Indian languages, French, Swedish and English. C. C. Chang
has said that as educational literature, Milarepa's biography and songs
are perhaps the most outstanding masterpieces of Tibetan literature.
Their rich contents, fascinating story and unique style, all revealed
through a simple yet graphic expression, have captivated the hearts
and minds of Tibetans from all walks of life for the past eight
centuries. They have provided Tibetans with solace and a source of
inexhaustible joy and inspiration (1977, p. 679). Bell has compared
the real literature of Tibetan, far more living and redolent of the
soil than the Scriptures and the commentaries of these so-called
classical works, which are but close-fitting translations from
Sanskrit originals" (1968, p. 80). Although the classical works are
held in high respect for their religious teaching, Milarepa's life
story and songs are a prized national possession; they are read and
studied by all.
Reading about Milarepa is an immense source of consolation and
more than ever relevant to Tibetan refugees. He was a refugee him-
self; first from political execution and then from spiritual fear.
His examples can be used today to inspire students to take control of
their own life and destinies. In the following lines Milarepa
consoles his fellow refugees:
Because I have left my kinsmen, I am happy;
Because I have abandoned attachment to my country, I am happy;
Because I cling not to house and family, I am happy;
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Because I have no fear of losing anything. I am happy
(c. C. Chang, 1962, p. no).
Riven these expressions of self-confidence to refugees he expounds
upon how to build intellectual wealth:
Faith is firm foundation of my house.
Diligence forms the high walls.
Meditation makes the huge bricks.
And Wisdom is the cornerstone.
With these four things I built my castle,
And it will last as long as the truth eternal!
(C. C. Chang, 1962, p. 106)
Although he lived in the eleventh century, Milarepa still
represents to the people of Tibet a vital figure, an example of
excellence as well as a living teacher. Milarepa not only has
inspired an intellectual elite and spiritual luminaries, but also has
captured the imagination of the common people because he practiced
Buddhism in Tibetan environment and culture.
Tsong Khapa
To the Chrstian, love is
the Greatest virtue;
To the Tibetan Buddhist,
1 earni ng.
-Sir Charles Bell
Tsong Khapa (1357-1420) was a man of great learning with a great
capacity for organization. He studied with every available teacher
in many different schools of thought from the age of three. He became
the founder of the established school of philosophy which represents
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the dominant force in social, economic and political life in Tibet to
the present day. He also wrote voluminous works which synthesize
various teachings and show the ways to practice those teachings.
Robert Thurman (1970) points out that Tsong Khapa consolidated the
great variety of Buddhist teachings and methodologies found in Tibet
into an harmonious whole. His teaching and writing represent to
Tibetan education what the works of John Dewey and Ralph Tyler
represent to American education.
Milarepa and Tsong Khapa are the two most prominent, respected
and revered saints and scholars in Tibet. Yet they differed from each
other. Milarepa was a single-minded person, an ardent devotee, a
social critic and above all a tireless practitioner. He led his life
by examples. He had no interest in philosophical studies, and has
been a hero in popular culture. His goal was the truth, and his subject
of study was his own mind. In contrast Tsong Khapa was devoted to
no single teacher, but sought many. He had no blind faith in anything,
and remains a model for the classic scholar. He said time and again,
"I want to learn all." No branch of studies was neglected out of
popular or sectarian prejudice. His breadth of study and research were
phenomenal, and he employed a true scientific investigation in his
research and writings. Robert Thurman says:
. . . he i s the first of the traditional scholars to
use the full body of materials translated and collected
and organized by the generations of scholars preceding
him to its best advantage in penetrating to the heart
of problems and in extending their relationship to the
limit (1970, p. 37).
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i^ncaUacMroM. Tseng Khapa' s historical role and achievers
are enormous, but it is with this quotation in mind that Tseng Khapa
has been selected for analysis in the educational context, as a key
figure in cultural transitions both present and past.
At the beginning of the 10th century with the so-called "second
ing saints the interests of Tibetans turned away from political
and military exploits, toward literary work and spiritual life. The
Place of the old feudal nobility was taken over by religious leaders,
whose monasteries became centers not only of learning and religious
life, but also of economic and political power. Tibet experienced a
tremendous growth through translated and indigenous literary work
from which in turn followed the development of the various schools.
Each school had different ways of viewing life and work.
During this period the nation of Tibet suffered disintegration due
to sectarian disputes. Norbu says of this period:
;
•
- There was a great need for a spiritual force
that could not only restate the reforms introduced
by Atisha, but also could compdl adherence to monastic
discipline. Such a need was fulfilled in the person
of Tsong Khapa, who was responsible for the whole
edifice of Buddhist rule in Tibet as it has existed up
to the present day (1968, p. 197).
Prior to Tsong Khapa, an Indian scholar named Atisha, a
contemporary to Milarepa, introduced a great number of reforms and
monastic reorganizations, but the Tibetans were not able to follow
them. The man destined to carry out this task was Tsong Khapa, "the
man from the land of Onion." His monastic name was Lobsang Drakpa
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and Tibetans called him Je Rinpoche, but he was also known as the
"big nose" sectarian to his adversaries. This man, born in 1357 A.D.
,
the year of the fire-bird, was the fourth child of a poor nomad family
of Amdo province in the eastern part of Tibet. Other than that we
know very little about his ancestry. About Tsong Khapa's birth place,
Norbu, an abbot of Kumbum monastery said that on this place a sacred
tree now stands where writings and mystic symbols appear miraculously
on its leaves. Today, the huge compound of Kumbum monastery encompasses
this tree.
Ea rly Life . As early as his third year Tsong Khapa's intelligence and
aptitude were recognized. Alex Wayman (1978) records that a teacher
brought horses, sheep and many other valuable gifts to the Tsong Khapa's
father and commanded, "You must present me this boy of yours!" The
father agreed and enthusiastically entrusted the boy to the teacher's
care. At seven he took the vows of a novice which include chastity,
and the refusal to kill, lie or drink intoxicating liquor. Soon after-
ward, Tsong Khapa proved himself a master in debate and exposition. His
extensive learning developed a stand equal to that of his teachers in
the Amdo area. Thus, he was recommended for higher studies in central
Tibet, which suited well his own inclinations. He left Amdo at the
age of sixteen.
In central Tibet he began his studies first at Drigung with an
introduction to medicine and learned eight branches of therapy. He
then studied astrological calculation. Greater detail about the scope
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of his studies and the comprehensive monastic curriculum which has
become the accepted regular curriculum of his followers is discussed
later under the model for traditional Tibetan education; but in order
to indicate briefly the breadth of his intellectual training and vast
research for more than three decades, Wayman (1978) gives a partial
list of famous teachers from various sects at Drigung, Sakya, Narthang,
Lhasa, Yarlung, Jomonang, etc.
S ignificance to Ti betan Education
. The significance of Tsong Khapa's
learning is that although he was a monk, he studied both secular and
religious subjects inclusively, and his methods of study became the
standard curriculum for traditional Tibetan education. All subjects
are generally divided, with some overlap, into five minor and five
major subjects. "Minor" refers to secular subjects and "major"
refers to Buddhist studies.
In his autobiography the Dalai Lama (1962) stresses that the
basic purpose of Tibetan education is to broaden and cultivate the
mind through a wide variety of learnings. This system, the Dalai
Lama says, has proved effective in maintaining a fairly high moral
and intellectual standard among Tibetans which was established many
centuries ago. Its defect is that it does not consider scientific
and technological education.
Tsong Khapa's primary focus was on the fundamentals of Mahayana
philosophy, with particular regard to the view of middle path
(Madhyamika) after the tradition of Indian masters Nagarjuna and Asanga.
During the course of his study tour he studied Indian texts in Tibetan
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translation with Tibetan teachers of all sorts of learning. He did
not follow any particular teacher or school of thought. His education
was genuinely ecumenical from the spiritual standpoint, and his
interests and pursuit of research were objective with a scholarly
approach in the tradition of his time. His dictum was to learn all.
Tsong Khapa was also a great yogi and spiritual leader, had great
respect for his mystic predecessors like Milarepa and the Indian Maha
Siddhas like Naro and Tilo etc. But he expressed his concern that the
state of philosophical learning in his day was something less than it
should have been.
Thus, for higher education the course included thelart of healing,
linguistics, Sanskrit, logic, the fine arts and crafts, and psychology
and the philosophy of Buddhism. This latter again dividing into five,
given here with their Sanskrit names, Prajnaparamita
,
the perfection of
wisdom; Madhyamika
,
the middle path which urges the avoidance of
extremism; V i n aya
,
the canon of monastic discipline; Abhidharma
,
metaphysics; and Pramana
,
logic and dialectics. The tantric aspect
of Mahayana was not included in this curriculum. It was studied
separately.
From these five major sciences he selected and built the
monastic curriculum of non-tantric and non-secular subjects which has
become known as Tshangnyid
,
i.e. the essential characteri sties
,
the
innermost essence of phenomena or the metaphysical school of Buddhism
in Tibet.
On the other hand, Tsong Khapa was not devoid of spiritual or
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for that matter, mystical elements in his life. Like Milarepa, from
childhood Tsong Khapa was a fervent student of secret or esoteric
teachings jtantra) and mystical initiations. The uniqueness of Tsong
Khapa, according to Robert Thurman, (1970) was that in those days the
scholars and tantric yogis were more or less in two different camps.
His tantric study began spontaneously and as early as his philosophical
studies. He had a fierce desire to study the tantras at an early age
and felt it necessary to learn all of them. At a later age he
experienced directly communication with Manjughosha, the deity of trans-
cendental wisdom, and with Maitreya the future Buddha. He accepted
them as his final teachers for philosophical elucidation as well as
for spiritual guidance. These acts Thurman (ibid) calls " supernatural 11
occurrences. They were apparently a part of the everyday life of
Tsong Khapa. Furthermore, he wrote many books on such esoteric subjects
as the statement of realization and the stages of secret learning,
which show step-by-step the methods and sequences of studying secret
teachings and mystic initiations. From this perspective he was no
different from other Tibetan saints and scholars of the time. Yet in
contradistinction to his own practice and learning process, he reached
the conclusion that the secret teachings and mystic initiations were
a matter of direct relationshp between individual students and
individual teachers. They cannot be organized on a school-wide basis.
As a result, he set mystic aspects of education to the side. This
is clearly indicated in the curriculum of his reformed school.
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Up tQ th1$ t .me ^ had
been moving in search of teachers and teachings. He had also been
teaching philosophy, logic and metaphysics. His fame and students
were growing in number and prestige by the day. Late in his life,
Tsong Khapa and a cluster of his students found a permanent site to
settle down on the top of a mountain range some twenty-seven miles
from Lhasa city, the capital of Tibet. The school of philosophy which
they established there has become known as the Gelug sect. This
is where he taught and developed the comprehensive curriculum for his
school. Both the Dalai Lama and Panchen Lama belong to his school.
He also introduced into Lhasa city "the festival of the great Prayer,"
which has turned out to be the most important move in unifying his
teaching with its political context. This prayer festival was held
unceasingly every year on the fourth day of the New Year for three
weeks, until 1959.
After his breath ceased (1419, A.D.) at the age of sixty-two
years, his teaching became known as Gelugpa, "the virtuous system,"
or simply the school of philosophy. His student Gedundup built the
monastic university of Tashi Lhunpo (Mountain of Blessing) in 1445,
while two other students had built respectively Drepung (Rice Heap) in
1414 and Sera (Hailstorm) in 1417. Drepung is also named after Skt.
Dhanya Kataka, the famous stupa at Amaravati in Andhra, India.
Tsong Khapa' s emphasis on philosophical learning, his reformed
monastic discipline and his systematic and exhaustive research and
writing and refinement on the methodologies of learning gained
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unprecedented respect and prestige throughout Tibet and beyond. The
goal of Tsong Khapa's five sciences curriculum was the realization of
the enlightenment, that is selfless love and universal compassion
aimed at freedom and happiness of all sentient beings. His followers
carried it through not only in the sphere of spiritual attainment,
but also in the areas of education and social policy. Since the
great fifth Dalai Lama the political supremacy of the school of
philosophy has been unquestioned. With regard to the impact of this
development, H. E. Richardson (1968) concluded that whatever possibilities
of development one may think were missed through the dead weight of
a very conservative sometimes violent and unduly powerful system, it
was no small achievement that this school of philosophy was able to
maintain genuinely Tibetan traditions.
The Dalai Lama
I have liked science and technology
since my childhood and I realize now
more than ever before.
-Dalai Lama
The fourteenth Dalai Lama, Tenzin Gyatso, was born to lead the
people and the nation of Tibet through one of the most intensely mobile
and significant periods in its history. Chosen at the age of two to
be the reincarnation of the previous Dalai Lamas, Tenzin Gyatso was
brought up in traditional Tibet, and was educated in accordance with
the teachings of the Buddha and Tsong Khapa as a monk in a manner
befitting his high station. As with many other monks, through
contemplation and debate he studied metaphysics, cosmology, logic, the
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nature of mind, truth, emptiness and compassion on the path to
enlightenment. Yet, at the same time this Dalai Lama had an insatiable
curiosity about and penetration into modern subjects.
However, events and circumstances were such that he was asked
to accept the position as temporal head of state two years before the
designated time. In his autobiography the Dalai Lama reflects upon
the situation:
I was only sixteen. I was far from having finished my
religious education. I knew nothing of the world and
had no experience of politics, ... I protested at first
that I was too young, for eighteen was the accepted age
for a Dalai Lama to take over active control from his
Regent. Yet I understood very well why the oracles and
lamas had caused the request to be made. The long years
of Regency after death of each Dalai Lama were an inevitable
weakness in our system of government. During my own minority
there had been dissensions between factions. . . Yet now,
under the threat of invasion, we were more in need of unity
than ever before, and I, as Dalai Lama, was the only person
whom everybody in the country would unanimously follow. . .
So I accepted, with trepidation, and full powers were
conferred upon me with traditional celebration (1963,
p. 83).
Historical Background . Like all other sentient beings, says R. Stein
(1972), the Dalai Lama is the rebirth of the historical figure he was
in his preceding life, thus continuing a chain that starts in the present
and leads back through history and legend to a prehistoric time. In the
beginning this deity vowed to be reborn many times for the benefit of
the northerly land. Tibetans regarded this deity as the Dalai Lama, who
is in turn a Bodhisattva. Lowell Thomas, Jr. (1959) simply expresses
this concept. The Dalai Lama is a human being, probably a monk, who
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had led a perfect life and had practised great austerities so that
he achieved nirvana. Instead of accepting eternal bliss, however, he
chose to re-enter the wheel of life through continuing reincarnations
in order to help others attain perfection (ibid., p. 43).
It is said in the scriptures that the Bodhisattva Chenresi, or
the manifestation of the Dalai Lama, had been in Tibet long before
the first historical Dalai Lama. He was present in the person of
Tibetan kings excepting Lang Darma, the last secular king. He first
appeared in Tibet in the form of a monkey for the purpose of procreation
of the race of Tibet. The legend goes further that he was a disciple
of the Buddha Sakyamuni. In any case, this particular Dalai Lama and
his achievement in the sphere of spiritual development and learning
cannot so easily be analyzed as were Tsong Kapa and Milarepa. For it
is, in the researcher's view, extremely hard to determine where to mark
the beginning point. The Dalai Lama's influence has been transmitted
through many lives, and his learning has been carried through from one
life to another. However, the focus here will be placed upon the
person of the present Dalai Lama, his contemporary role and the
theory and practice of reincarnation.
Political Status of the Dalai Lama . The Dalai Lama is a refugee. China
invaded Tibet in 1950, forcing the Dalai Lama and many of his followers
to flee the country in 1959. He leads a government in exile. The Indian
government and all foreign agencies work through the Dalai Lama and his
administration for the promotion of the Tibetan refugees' welfare. Yet
India does not politically recognize the existence of this government,
62
SO the Dalai Lama occupies a curious position. For instance, he has
established his residence in Dharamsala, a hinterland of India. It is
a long way across the Himalayas from Lhasa, but it is also a long way
from New Delhi where the refugees' host, the government of India,
presides over the affairs of six hundred million Indians. Robert
Shaw (1978), a researcher in international affairs, suggests that the
reason the Dalai Lama established his headquarters in so remote a
part of India is:
more than a matter of catering to the Tibetans' loveot their familiar mountains and misty vales. It is a
matter of political convenience and it attests to the
the Dalai Lama ' s position. For he
s not the leader of a government-in-exile supported
and encouraged by the Indian government. He is merely
of
6_
n bet" i
T
efu9ee created by the Chinese occupation
Through the untiring efforts of the Dalai Lama, a Tibetan
Administration has gradually taken shape in India to meet the needs
of Tibetans living outside Chinese-occupied Tibet. This administration
is a reorganized form of the old Tibetan government. Trends toward
modernization have taken place slowly, such as a decentralization of
the government into separate departments, each with its own responsi-
bilities and administrative functions. These developments are codified
in a new constitution promulgated by representatives of the refugees
to the Dalai Lama. The constitution is also intended to be introduced
in Tibet itself if and when international developments allow home rule
for the Tibetans. For the time being the Dalai Lama and this
constitution are instrumental only in maintaining continuity in the
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cultural and traditional identity of the Tibetans,
Despite these difficulties, the Dalai Lama and his countrymen
remain as honored guests in India. This relationship is manifested in
the telegram that the late Prime Minister Nehru sent to the Dalai Lama
in March 1959.
My colleagues and I welcome you and send you qreetinason your safe arrival in India. The people of India
9
who
trldit°
U 9reat venerati °"> will no doubt accord their
June l«s! p^lor
1 t0 PerS0"a9e
- ( Tibetan Review
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Under the unquestionable leadership of the Dalai Lama, Pearl
S. Buck (1960) observed that whatever their deprivations, the Tibetan
refugees were working bravely and efficiently with what they have,
anxious to be as little a burden as possible to India. In spite of
her own great problems, India has provided the Tibetans with shelter,
food, and work to the best of her ability. India has extended not
only great veneration and traditional respect to the Dalai Lama, but
she has also provided refugees a great deal of economic and technical
assistance. So the refugees have made measurable progress in terms
of education, settlements and general welfare. In the meantime the
Dalai Lama has visited Thailand, Sri Lanka, Japan and many European
countries, and recently the United States.
From Dharamsala the Dalai Lama supervises his administration
and refugee welfare. He observes religious practice daily. He receives
foreign dignitaries. He acknowledges that China has made some material
progress in Tibet, but he ponders at what cost and sacrifice have
they achieved this in terms of the human life and freedom that have been
6/1
so sacredly cherished by Tibetans. His position has. been that he
would like to invite an internationally supervised plebiscite to
determine whether the Tibetans in Tibet are happy and satisfied He
says, "I am prepared to accept whatever verdicts and recommendations
such a plebiscite comes out with." A few years ago in an official
statement thcCalai Lama also remarked that the rule of the Dalai Lama
may or may not continue in future Tibet. The democratic setup of the
exiled government, the sporadic overture-concessions to China such as
the international plebiscite and the possible separation of the Dalai
Lama Iran the future Tibet are issues in the political arena.
I’er.nri of I lie Dalai Lama. The person of the Dalai, Lama is lh.il
of an impressive man with naturally endowed leadership and spiritual
capacities, lie is a steadfast follower of the doctrine of nonviolence
which was first taught by Buddha, and, in our own time practiced by
the Indian leader Mahatma Gandhi as well as Dr. Martin Luther King of
America. Foreign observers have recorded their impressions of the
Dalai Lama. One of these is Frank Moraes, a leading figure of Indian
journalism. In his interview, Moraes writes:
llis Holiness has an extremely affable and agreeable
personality. He is, however, a perceptive arid
intelligent young man, well informed on certain
matters and eager to know more on various topics.
His manner is friendly, almost informal,
. . . what
struck me most was the sense of loneliness and
nostalgia which he exuded and which made his conversa-
tion in a way pathetic and touching.
I he mixture of boyishness and maturity, of
melancholy combined with an intrinsic gaiety of spirit
and charm, is also noticeable. (1960, p. 220)
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One of the many Westerners to meet the Dalai Lama recently was
Robert Shaw. He saw some noticeable changes eighteen years after
Moraes' interview:
He is a small man, sitting in the large overstuffed
chair, enveloped in his robes. He looked frail and
older than I expected.
.
. Thick glasses and shaven
head contributed further to a sense of the fragile
ascetic. I wondered how much longer this man could
hope to retain his position as the spiritual and
temporal leader of six million people in the kaleido-
scope that is modern Asia. (1978, p. 11)
Pearl S. Buck (1978), observed the person of the Dalai Lama
through her 'woman's eyes'. She recorded certain spiritual experiences:
I rose to my feet, seeing with my woman's eyes that he
was young and tall and strong and very handsome, his
skin a clear tan, his eyes black and sparkling, his
cheeks red.
. . All the while I knew that I was in the
presence of a superb human being. The Dalai Lama has
that indefinable quality which I can only call
"presence." (1978, pp. 9-10)
Buck is very keen to record her feelings in the presence of the Dalai
Lama. She says that one knows when he enters a room. One is aware
of his being there. When he leaves, something is gone. She calls it
"star quality." According to her it is born in a human being and it
cannot be acquired. The possessor is the Dalai Lama himself, "seeing
simply and yet comprehending all, natural and yet with dignity, humble
and yet without self-consciousness. Call it greatness." (ibid., p. 10)
Buck’s perceptions are radically different from that of Shaw and
Moraes (1960), but this is not surprising to Tibetans. The Dalai Lama's
name to a Tibetan is simply "the Presence."
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Role. of Reincarnation
. The idea of reincarnation existed long before
in both Hinduism and Buddhism, but in the 12th and 13th centuries Tibet
developed and directed the actual practice of the theory of reincarnation
Put simply, when a learned lama departs from this world, an exceptional
child is selected. This child remembers his previous life and
activities. Thus, he is a lama that is an acknowledged reincarnation
of the deceased lama.
The Doctrine of the incarnation of the Bodhisattva (being),
which is so familiar to the Buddhist world and so foreign to the
Western mind, is based on the principle of Ekotibhava
. It means the
connection of one with another without break or division. A Vijnana
(consciousness) is an existence from beginningless time and has under-
gone numberless incarnations. In all its births it has run through
an unbroken line of existence until, according to Buddhism ontology,
it enters Nirvana. All beings have this kind of continuous existence.
It is to be remembered that there is a contradiction here with
the doctrine of voidness which holds that the nature of every atom and
every phenomenon in this world is illusive in its absolute reality,
devoid of any sel f-subsi stent essence. Yet Buddhism does explicate the
theory of reincarnation as unbroken in its continuity.
For a long time the theory of incarnation has been a vital
element of both Buddhism and Hinduism, but exact interpretation has
been a constant puzzle to students of Buddhism. The theory suggests that
the realization of the true significance of this mystic term is possible
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for such practitioners who have attained to the higher stages of
meditation. It is said that Bodhisattvas alone can know the circum-
stances of their former births. An ordinary person cannot. Das
(1893) suggests that this theory and practice problem is solved in
Tibet, because "it is an admitted fact, that Buddhism is better
studied in Tibet than in any of the other Buddhist countries "
(p. 77). Therefore, the Lamas of Tibet have arrived at a resolution
of the mysterious term and the philosophy of Buddhism revealed by
it. Some of the grand Lamas are the acknowledged incarnations of
Bodhi sattvas.
Se lection
_
of the 14th Dalai Lama . How the reincarnation theory is put
into practice can be explained by the process that was used for
discovery of the fourteenth Dalai Lama. It also explains the process
of search, discovery and selection with respect to all other Lamas
in Tibet. With the passing of the thirteenth Dalai Lama, preparatory
work began at once to search for his reincarnation
,
in a successor.
For all of Dalai Lamas (the first was born in the year 1391) are
incarnations of Chenresi (Aval oki teshvara) the Buddha of Mercy who
made a vow to protect all living beings.
First of all a regent was appointed by the National Assembly to
govern the country as well as to be in charge of the search process.
The Regent traditionally acts as nominal head of state until the new
reincarnation can be found and grows to maturity. The picturesque
aspects of the search and discovery of the Dalai Lama involve the
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consultation of oracles,
the sacred lake. In the
astrologers, learned lamas and a vision
case of this Dalai Lama, curious cloud
in
formations were seen to the northeast of Lhasa. Another indicative
omen was recorded by the Dalai Lama in My Land and Mu Pon
p
1a
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In additon, when the Regent went to visit the sacred lake he saw,
among other signs, a letter "A". Learned lamas and astrologers adduced
by inference the Amdo region from that letter because of the cloud
formation and the miraculous change in direction of the body toward
Amdo, which is to the northeast of Lhasa.
This crucial search process traditionally begins at a time
thought propitious, and is conducted with the greatest possible
thoroughness. According to Hoffman (1978) all safeguards to avoid a
possible mistake are taken. The search party, composed of lamas,
officials, and other representatives does its work in secret. Discreet
investigations are conducted to correlate both signs and portents.
The findings are sent to the Regent and National Assembly, where they
are studied in depth. From the scores of names presented, a few special
ones are selected for further scrutiny and tests. Those finalists are
given rigid examinations.
As a rule, the well disguised search party comes to the houses
asking for a night's lodging. During the visit the child is judiciously
exposed to various personal belongings of the departed Dalai Lama
(Norbu, 1978). Among those objects are rosaries, bells, teacups, and
drums presented together with imitations and duplicated objects. If
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the child is the true incarnation, he seizes his former possessions
with joy, completely disregarding the other objects even though they
may appear newer and brighter. Also the servants who had served the
departed Dalai Lama accompany the search party, and with no hesitancy
the child should recognize them. Norbu (1978), the elder brother of
the Dalai Lama, witnessed this. Through what would have been an un-
endurable trial for an ordinary child, the holy child conducts himself
in a manner, showing excellent judgment, rare intelligence and
faultless deportment.
While the above is the usual process, cases have been known
where the child announced his own rebirth and insisted upon recognition
Also, at times the incumbent lama, before relinquishing his body has
indicated some details of his rebirth. For example, among the love
songs of the sixth Dalai Lama one finds thisi
It is not far that I shall roam.
Lend me your wings, 0 white crane;
I go no farther than Lithang,
And thence return again.
(Chhodak, 1979)
The seventh Dalai Lama was reincarnated in Lithang district of Kham
province and discovered by similar process as described above.
lhe Dalai Lama and Refugee Education . The education of the Tibetan
refugee children has been a major source of concern for the Dalai
Lama. In his autobiography he has said (1962), "the children have been
a special anxiety to me. . . It is even harder for children than for
adults to be uprooted and taken suddenly to an entirely different
environment. ... We had to do something drastic to preserve their
health, and their education was also a matter of great importance"
(p. 226).
As early as 1961 during a visit to New Delhi, the Dalai Lama
approached the government of India on the various questions concerning
Tibetan refugees. An important topic dealt with at these discussions
was the education of Tibetan refugee children in India. The authori-
ties agreed with the Dalai Lama on the importance of enabling these
children to learn about their own rich culture, history and traditions
as well as modern scientific subjects so that they would be able to
fit into the new society in which they would find themselves. Since
1961 the story about these refugee schools and their education programs
has been a success, at least on the record.
But before attempting to describe these schools, it is necessary
to review the role of secular and monastic education in Tibet, and 20th
century educational ideas as they relate to Tibetn schools today. These
systems have played an extremely important role in organizing and
implementing educational programs for the Tibetan refugee schools in Ind
Three Systems of Education
Secular Schools in Tibet
In the rural areas,* village families may start giving pre-
liminary education to their own children. Usually most children in
the village are included in this type of education. The teacher can
be a member of the family or the family may invite a learned person
for a year or two. A school is attached to the houses of the village
*The following information is based on interviewing a number
of people who were schooled in Tibet before 1959, as well as the
researcher's own experience.
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leader and district magistrate. The school brings to the family
social status, recognition and respect. The curriculum includes
recitation, memorization, handwriting, spelling, and grammar.
Depending on the level of study, the teaching may extend to elementary
math, history and poetry. This type of school is not necessarily
permanent and also focuses on the family's children. Such is the
prevailing mode of secular elementary education in Tibet.
The second type of schooling will generally be found in towns
and cities. In a paper entitled "Education in Tibet" (The Tibetan
Journal, 1977), Tashi Dorjee calls this a "private school." Dorjee
lists six major schools of this kind in Lhasa city alone, a city of
40,000. These schools are also under the guidance of a family, but
they are permanent and year-round schools. Students seeking admission
have to approach the teacher with a good-luck scarf and gifts. An
auspicious day would be selected for the occasion of the student's
beginning. On that day ceremony prescribes tea and specially prepared
rice served first to the teacher and then to the student body. There
are no terms or beginning points; a student may join such a school on
any auspicious day. This admission procedure is the accepted standard,
at least in the cities. In terms of schedule regulation, Dorjee (ibid,
1977) reports this standard:
Every morning the students gathered in the school at
4:15 AM. The day began with their recitation of hymns
of praise to Manjusri, the god of wisdom, and to Lhamo
Yangchanma. Memorized recitations of the grammatical
and spelling verses concluded the early morning session,
and at 8:30 AM the students had breakfast. Classes
began at 9 AM and continued until 7 PM upon the conclusion
of the evening prayers. During the winter, classes
began at 4:45 AM and concluded at 6:30 PM. (p. 36)
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In the researcher's school in Lhasa students arrived at dawn
for two hours of chanting and reading. They were allowed to return
home for breakfast on a first-come-first-leave basis. For example,
the first student might have left at 8:00 AM and the last one at 8:30
AM for breakfast. A, 1 must return at 9:00. The earlier a student
arrived at school the longer the breakfast break. Reasons for this
«ere 1) an attempt to encourage early attendance; and 2) avoidance of
walking together and playing in the streets. Writing classes began
at 9:00 AM and continued for some six hours. Students are prated
first from writing large letters to smaller letters, from the wooden
slate to paper. Each student was assigned to write a certain number
of lines. A newcomer may only have had to write ten to fourteen lines
on slate but an older student who had been in the school three or
four years was required to write forty lines a day. There was a lunch
break at noon for about an hour. In the evening students were released
following completion of their written assignment.
The objective and programs of these schools are understood in
the simplest terms. For the teacher it was to earn good merit toward
the elevation of his or her future life. For a student, after four to
six years of schooling, it was to be able to read and write with good
handwriting. A good hand was particularly emphasized. It must be
both neat and of undeviating regularity. Each school had an identi-
fiable stylistic writing tradition. Even in writing, individual
creativity was not accepted. Knowledge of other fields such as grammar,
spelling and mathematics were introduced. If an ambitious student
wanted to study more specialized subjects beyond the elementary level
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he or she needed to seek a nrivatP hitn. T u-pnva e tutor. This was the common practice
for more advanced students in Tibet.
There were a few official schools that could be classified as
professional schools. They were Tse school, Yigtsang school,
Tsetrunpa school, Chagpori school and Mantsikang school. Chagpori and
Mantsikang were science schools for the study of medicine, astrology
and mathematics. Chagpori was a school for monks and was founded by
the fifth Dalai Lama. In contrast to Chagpori school, Mantsikang
was far more liberal in terms of curriculum as well as student
composition. It admitted both male and female students. It was also
not limited to monks. The school was dedicated to the study of medicine
and astrology. The name itself combines two syllables signifying
'astro-medical center.' This school produced the Tibetan annual
calendar. In the study of mathematics this school followed two distinct
traditions: the Manusri astrology from China and the Kalacakra Tantra
astrology from India. The former, Dorjee (1977) suggests, may be
described as astrology, the latter as astronomy. The Manjusri system
is commonly used for mathematical calculations surrounding the fluctua-
tion of life conditions such as birth, marriage, illness and death. The
Kalacakra (Wheel of Time) system is primarily a horoscopic calculation
based on the movement of the planets through the Zodiac. Thus the latter
bears similarities to the Muslim and Western astrological systems.
The other schools mentioned above, Tse, Yigtsang and Tsedrungpa,
were administrative schools. Yigtsang was for monks and Tsedrungpa
for lay pupils. Admission was strictly reserved for sons of the
hereditary aristocracy who would go into government service directly
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from the school. A selected group of the young nobles went to the
official school where the principal emphasis, as in all Tibetan schools
was on acquiring a good hand. Other studies were the learning of
passages from religious books by heart, acquaintance with the formal
style of official correspondence and reports and the rudiments of
calculation. The course of study might have included Tibetan
orthography, grammar, poetry, literature, history, ecclesiastical and
temporal treatises, as well as further refinements in handwriting.
Though astrology is taught at these schools, the major requisite
was the acquisition of the appropriate experiences, knowledge and
manners conducive to future administrative posts. The students in
these schools were easily distinguished in mode of attire, by dress,
hat and hairstyle.
The teaching and learning methodologies in all schools in Tibet
were the same, rote learning, memorization, recitation, and penmanship.
Schools were run by heavy-handed teachers. Beating was a common
practice. It included among other things, whipping on the naked back,
and slapping with a bamboo stick on the girls’ hands and boys’ cheeks.
Although there were plenty of books and written materials used
in these schools, textbooks did not exist. With few exceptions, the
student composition in Tibet consisted of abstruse poetic pieces with
hidden meanings, exact counts of words and syllables in each sentence,
and the use of archaic references and examples. Even the dictionary
and grammar books were written in this fashion. In Tibet it was said
that complications and hardship were virtues of scholarship that a
student must endure.
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Today in Tibetan refugee schools the content area has radically
changed and, to an extent, updated to contemporary concepts, materials
and strategies. A committee of scholars has developed a series of
new texts. Yet some critics of refugee schools contend that the
traditional teachers' behavior is still in existence and the relevance
of course materials is still a serious question.
Monastic Education
In contrast to the elementary level of formal secular schooling
as described in the preceding section, Tibetan monastic education
traditionally had a unique and rigorous method of systematic learning
which is thoroughly continued in exile today. This system, therefore,
presents an alternative model in education. In this discussion the
researcher will describe the monastic curriculum and "Geshe" degree
program based upon the practice of the school of philosophy founded
by Tsong Khapa. The following information has been obtained, unless
otherwise indicated, through interviews with several Geshes (Doctors
of philosophy), especially Geshe Jamspal.
About this monastic model the Dalai Lama says in His memoirs:
Our system has proved, so far, in maintaining a fairly
high moral and intellectual standard among Tibetans,
although it was established many centuries ago. By
modern standards, it has the defect of entirely ignoring
the scientific knowledge of recent centuries (1977,
P. 44).
The ultimate aim of monastic education was the quest for
Enlightened Mind (Skt.
,
Bodhicitta) through means of intellectual
wisdom. The Dalai Lama (1977, p. 48) gave a more refined definition
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Of the aims of monastic education when he said that it offers a sense
of spiritual elevations which is attended on the mental plane by an
improved intellect, by better powers of memory, greater proficiency
in debate, and increased self-confidence. Monasteries were, and
continue today in India to be centers of learning, directed toward
these goals. Both monks and lay people study there, but only the
monk gets a degree. The lay people study on an informal basis. A
person may become a monk at any time, place and age. The curriculum
is content-centered and book-oriented. Students were appropriately
called 'book person' 1 (Pechawa) in certain areas of Tibet. For a new
comer to join a monastery as a novice monk, he must meet certain
physical requirements laid down in the Vinaya (code of discipline).
According to Austin Waddell (1895) the following questions were put
forth as an enjoinder for expected affirmative response:
Does this boy come of his free will? Is he a slavedebtor, or soldier? Does anyone oppose his entry?
Is he free from deformity, contagious disease, or’fits?
Has he neglected the first three commandments? Has
he committed theft
,
or thrown poison into water, or stones
from a hillside so as to destroy animal life, etc.? What
is his family? and what their occupation? and where
their residence? (p. 77)
When the researcher tried to check the questions above with a
number of Ti betan monks and lamas, they strongly disagreed with Waddell.
Their general position is that there is no single prerequisite for
admission. They said that no one has been denied admission as a result
of i nappropriate answers. Their contention is that the university
was not concerned with a student's past life and activities, but
rather what a student may do in the future. Despite these opposing
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viewpoints a student was expected, according to rule and conduct
codes, to be in good health. It m i ght have become simply a formality,
but one is still asked by the abbot: "Is not your father a black-
smith or a murderer? Do you have two good eyes, ears, hands and so
forth?" Although a good condition of health is emphasized prior to
engaging in rigorous studies, a change of lifestyle, it is believed,
can cure poor health. So some people become monks even today, as a
result of poor conditions of health.
Although it is relatively easy to become a monk and remain such
as long as one follows certain basic rules and modes of behavior, it is
infinitely hard to graduate from the monastic school of philosophy.
The Geshe degree is only conferred to a qualifying Gel ukpa monk. There
are four religous sects in Tibet; Gelukpa is only one of them. The
Gel ukpa educational structure is subdivided into the college of
philosophy and the Tantric college, the latter having a separate non-
degree curriculum of its own. The school of philosophy also has two
classes of monks--Pechawa and ordinary monks (Drashar). Pechawas are
monks who are nominally in the Geshe degree program. In addition,
to be a degree candidate the monk student must receive his advanced
training at one of the three major monastic centers in the vicinity of
Lhasa city (Sherpa Tulku et al
, 1977). Before 1950 there were over
200,000 monasteries in all Tibet, but only the three large monastic
centers had the right to confer such a degree. JamspaT, a graduate
of Tashi Lhungpo pointed out that Sherpa Tulku seems to have overlooked
Tashi Lhungpo Monastery, the seat of Panchen Lama. Jamspal pointed
out that Tashi Lhungpo also offered Geshe degree in the same subjects.
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All these selective processes were necessary and important
because of the nationally established ceiling with regard to how many
degrees could be conferred each year. Consequently, the monastic
colleges have quota numbers in line with their size.
Monastic education in Tibet and in India today has the tradition
of classic liberal arts. Memorization, debates and classification are
all part of the curriculum. Subjects are divided into five "major"
and five "minor" sciences. The former includes major areas in Buddhist
philosophy and the latter refers to sciences of secular nature. The
former is also al ternatively known as the five books. These two
categories of science--major and minor--are studied side by side. Yet,
the degree is conferred solely by qualifying examinations in the areas
of the five major sciences. The former is requisite, but the latter
can be studied on an elective basis. So we will regard the five
major sciences as the curriculum and the focus of this study and the
five minor sciences as extra-curricular
,
because of their elective
nature. The five minor sciences were once popularly studied in India
and Tibet as an integral part of the monastic curriculum, but currently
they are in decline, due in part to the establishment of professional
schools in such fields as medicine and astrology.
A basic inventory of the five minor sciences are: the science
of art; the science of medicine; the science of astrology; the science
of grammar; and science of poetry. The five major sciences are
collectively called Tshanyid in Tibetan, which Das' Dictionary (1902)
defines as sign, philosophy, the essential characteristics
,
the inner-
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most essence of
things or matter
the metaphysical
things, the real character of Dharma (i.e. that all
are emptiness); but the term is commonly used for
school of Buddhism in Tibet. Frequently, scholars
who hold to a specific view are known by the book title of the school
they concentrate on, such as Pharchenpa (Transcendental i st)
,
Umapa (view-holder of the middle path) and so forth.
The five major sciences are:
1. Perfection of Insight (Tib. Pharchen; Skt. Prajnaparamita)
is the study of the wisdom that is the study of Buddhism.
The root text author was Professor Maitreya.
2. Metaphysics (Tib. Zod; Skt. Abhidharma) is the study of
metaphysics and cosmology based on the Abhidharmakosa by
Professor Vasubandhu as the root text author.
3. The Middle Path (Tib. Uma; Skt. Madhyamika) is the study of
the profound insight teachings of voidness and the ten
perfections. Yet, its methodology is to choose a view and
practice the middle path by means of avoidance of extremisms.
The Root text authors were Professors Nagarjuna and
Candraki rti
.
4. Logic (Tib. Tsedma Namdrel; Skt. Pramana) is the study of
methods of reasoning and philosophical debate and theory
of knowledge of the mind and learning theory. The root
text authors were Professors Diagnaga and Dharmaki rti
.
5. Disciplinary Code (Tib. Dulwa; Skt. Vinaya) is the study of
rules of discipline and law of cause and effect. The root
text author was Professor Gunaprabha.
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An introduction to the five sciences is presented in a single
book called the Dud™, meaning collection of schools. Each monastic
college has its own dudra book that represents its own perspective
and adherence to certain teaching traditions and is slightly different
from that of others. A new student usually spends from four to six
years studying this book. In order just to indicate the extent of
curriculum and the organization of knowledge, the following selections
will provide the essentials of selected books from the five major
sciences in a summary and outline format.
The thesis of Madhyamika is that all phenomena are emptiness.
It requires thinking beyond the dichotomized notions of existence and
nonexistence. The realization of that is the goal. The methodology
is to choose a view and practice the middle path by means of avoidance
of extremisms. It employs professor Nagarjuna's root text, Wisdom
,
as wel1 as Emptiness Seventy
, Philosophical Sixty
, and so on.
In contrast to Madhyamika 1 s examination of the nature of
knowledge, existence and emptiness, Abhidharma, popularly known as
Buddhist psychology, contains a theory of the universe and its elaborate
world system, developing the notions of reincarnation and karma.
Lowell Thomas (1962) summarizes the universe as a wheel of life that
illustrates that portion of the intellectual life of humanity which
one may call Buddhist ontology. The theory of reincarnation postulates
that death merely alters the form, but does not break the continuity of
life which proceeds from death to rebirth in a constant succession of
changing states. Karma is the ethical doctrine that one's lot and
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experiences in the present life are the result of deeds done in
previous existences, while one's present deeds will produce results
in future existences. With this systematic framework of cosmology,
life and deeds, Abhidharma also studies the nature of the relation
between universe and person. For example, it enumerates mental and
physical constituencies of human personality.
Pramana (logic or authority) is the study of the rules, laws
and Principles of logic. It investigates models, paradigms, arguments,
learning theories and the science of evidence. It was traditionally
considered by some to be one of the five branches of mundane study,
but in the Tibetan school of philosophy it is an integral part of
the monastic curriculum. The method of debate is based on Pramana and
thus it is included in the five major sciences. Categories of logic
are direct perception, inference, proof and refutation. Each of
these has two sides, false or true, positive or negative views and
positions. These are also called the eight substances of logic.
Although Vinaya is understood as the code of monastic discipline,
it actually commands general duties and observations in all walks of
life, provided, of course, one is a Buddhist. Vinaya has eight
hierarchical levels of rules and observations in accordance with the
will and commitment of a person. Only the last item relates to the
monk students in the monastery. It is also interesting to note that
Vinaya is studied at the end of all the course syllabuses. This
suggests that Vinaya is not a book of rules and regulations that
students everywhere have to obey, but rather a set of certain moral
conducts that a Buddhist or virtuous person needs to understand and
observe in his life.
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Each of these root texts has many commentaries written both
by Indian scholars and their Tibetan successors. As one pointed out,
a student studies Dudra, the introductory book on the five major
sciences, for four to six years. By way of illustrating the extent
of commentary books and methods of study the Dalai Lama recounts how
he began the first book:
the Pcajnaparamita, the Perfection of Wisdom.
treatise
6
anTth^
1"^ V°! umes of commentaries on this
rh .
t e monastic universities make their own
Drinrinlps S°th 7 beside the fu"bamentalp c p e of the treatise (root text), two of its
commentaries, one by the Indian Pandit Singhabhadra,
0f 302 pa 9es b* the Fifth DalaiHenceforth I had to learn about a third of a page by
every day and read and understand much more. At thetime my training inthe art of dialectical argument beganith elementary logic. Seven learned scholars from the
seven monastic colleges were selected to help me for thispurpose (1977, p. 47).
and
Lama.
heart
same
In an interview Geshe Jamspal outlined a rough schedule of the
time students might spend studying each subject. In addition to four
to six years on Dudra, a student may spend four to six years on
Prajnaparami ta, four years on Abhidharma, six years on Madhyamika,
a minimum of six years on Pramana and many more years on Vinaya. This
schedule seems to provide a time span of between 33 to 40 years for a
Geshe Lharampa degree, which is the highest and foremost degree.
The Tibetan tradition offers four grades of Geshe degrees but
in the same subjects. Two of them are national degrees and the other
two are university degrees. Each grade has an exact number set of
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candidates in a yean regardless of varying size of a Mastery and
intensity of the study. The fi rst grade is cailed Geshe Lharampa and
sixteen candidates. The second grade is known as Geshe Tshokrampa
with thirty
-two candidritpc Thm-r 4.tes. These two groups take national examinations
and get national degrees. In the last year these two groups,
especially Geshe Lharampas, take a number of preparatory examinations
m the different universities, but their final examination takes place
m a large assembly. About the methods of selection ^ ^
th i s degree Sharpa Tulku, et al„ write:
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He must then pass a f!!the!
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Set
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CtS h
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°Wn monastery-
full a«pmhi w at h?
rur n r
^ s o examinations before a
the r i J monastic center. In order to rerpivp
many classes'oTfe ^7*’ “hich is the foremost among Ihe
ora! examin^n^^&iv^u^j^ thTpo^tala^^
Tutors of His Holiness
Sen10
^
a" d Junior and seven AssistantL r h .
.
. (Autumn, 1977, p. 68).
The intensity of these examinations the Dalai Lama himself describes:
Festiva!
e
in
f
|°ha s!
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[!
al 6Xam
’ during the annua l Monlam
the !!tv In J .h
6" man
^
,
thousa nds of monks come inton ci y to attend the special Buddhist festival of Draver
C
n 15
heldJ n the first month of each year! This ex^m
onVramana" ?
ess ’ on 0- the morning I was examinedPrama
,
or logic, by thirty scholars turn by turn in
congregational discussion. In the afternoon, fifteen
m!° as .m^ opponents in debate on Madhyamikadd
?
P
^
h)
’
and frajnaparamita (the Perferti^T5f~
Wisdom). In the evening there were thirty-five scholarsto test my knowledge of Vinaya
,
the canon of monasticdiscipline, and the Abhidharma
,
the study of metaphysics.And at each session hundreds of learned lamas.
. . and
thousands of monks sat around us on the ground, eagerly and
critically listening. I found these exams extremely
difficult, because I have to concentrate so hard on the
subject with which I was dealing, and ready to be so prompt
in answering any questions (1977, pp. 49-50).
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Compared to monastic education the secular education was
elementary and archaic by modern standards in both methods of teaching
and selection of the subjects. Criticism of traditional secular
education in Tibet is well founded, m fact, the schools did not
teach much more than writing and reading. The monastic education was
different, a class by itself and by no means comparable to today's
education. It represented Buddhist philosophy in general and the
Mahayana tenet in particular. Its scope was very 1 imi ted. Never-
theless. within this Buddhist framework faith, conviction and belief-
the central themes of a religion-occupied a secondary role in relation
to the broader study of philosophy and the traditional sciences.
Skepticism, constant questioning, and public disputations were well-
established methods of learning.
Though the tradition of this type of education extends back
into the past three thousand years, the model and refined curriculum
analyzed in this section are particularly Tibetan. The schools of
philosophy were eventually organized by Tsong Khapa and his followers
who flourished in Tibet from the fourteenth century. A noteworthy
innovation of his school was the separation of philosophy and science
from the mystical study of Tantrism. This is particularly important
from the modern educational perspective. The organization of minor
and major sciences of the curriculum is designed to inculcate the
methods of meditation and concentration, which are especially used
for training the mind for the advanced study and practice of Buddhism
before 1950. These two sets of distinctive educational models
complemented each other and had very effectively met the needs of a
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wide range of people in the o,d and isolated environment of Tibet
The system, as the Dalai Lama said, maintained a high moral and
intellectual standard for many centuries. But today this particular
educational model, unchanged for no less than six centuries, has
become the tradition and culture of Tibetan society which the refugee
schools are trying to preserve. Thus the above study will shed a
u.eful light on the tradition and culture of Tibet and its stated
goal of balanced education for the Tibetan refugee schools in India.
Modern Education 1
Education is defined in the Webste r's New Colleciate
(1973) as the knowledge and development resulting from an educational
process; and the field of study that deals mainly with methods of
teaching and learning in schools. John Dewey (1959) presents a
number of definitions; 1) education may be defined as a process of
continuous reconstruction of experience with the purpose of widen-
ing and deepening its social content, while at the same time the
individual gains control of the methods involved 2 and 2) education
generally signifies the sum total of processes by which a community
or social group transmits its acquired power and aims with a view
to securing its own continued existence and growth. Thus the history
of educational theory is marked by alternative views between the
individual growth theories and the cultural transmission theories.
(pramana)
See definition. Chapter One, p.
This is almost identical to the aims of Buddhist logic
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Some modern educational theory is contrasted to the preceding
traditional education by its emphasis on the development of the entire
person, and its use of pedagogical methods such as the problem-solving
approach to scientific method and enquiry. There is a great array of
literature related to modern education readily available, dealing
with philosophical and psychological theories of education, methods
of instruction, rules of teacher and pupil and so forth. For these
reasons, modern education will not be described here in any detail.
However, modern education for the purpose of this chapter is
characterized as inclusive of education in the areas of India and
other developing countries as well as the Western countries. The
types and quality of education may differ drastically among these
areas, but the contrast brought out in this chapter is between
these countries as a whole and that model described as traditional
education in Tibet.
In developing this model of modern education the format will
generally follow the writings of three representati ve authors.
Julius K. Nyerere, an educator and the President of Tanzania proposes
education for self-reliance and nation building. In this he
represents the political and developmental purposes of education.
John Dewey, an American leader in progressive education, in the
early 20th century, may be viewed as having a strong interest in
learner-centered and problem-solving education. His writings
describe the delicate balance between the priorities of the learner
and the social context. Peter Berger, a contemporary American
educator speaks on the relation of modern education to individual
consiousness.
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^erere
-^—ideation for Self-Rpi
Out of concern with quantitative projections and thinking,
esident Nyerere takes a drastic turn toward the quality of
education. His proposal, education for self reliance, is unique
amongst the blueprints of national educational policies. He questions
the foundation of the existing educational system, and ties it to
colonial policies. He provides a new and concrete definition of
education and its societal goals. The theme of his proposal is to
establish the relationship of the society to the school system. Nyerere
states his educational philosophy:
sy " tems in different kinds of societiesin the world have been, and are very different inorganization and in content. They are different becausethe societies providing the education are differentand because education, whether it be formal or informal
geLration°to'thI
hat
?
U
^° Se is to transmit from one
’
knnwWno neXt the accumula ted wisdom and
for t hi- 2Vhe soc ' ety’ and to prepare the young peoplehe ir future membership in the society and their
(1977! PP 44-45)
10n ^ US maintenance or development.
In the Arush Declaration (1967) and the National Ethic
documents (1962) Tanzania has proclaimed a socialist society which
professesthree principles: 1) equality and respect for human dignity;
2) sharing of resources which are produced by the common efforts of
the people; and 3) work for everyone and exploitation by none. (p. 50)
Though Nyerere acknowledges that specific progress has been made
in education since independence, he finds many shortcomings and
contradictions between the goals and achievements of education within
the principles of the society. In order to build a self reliant
society, it is necessary to reject the educational system that was
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inherited and modeled on the coionial system. The colonial policy
was motivated by a desire to inculcate the values of colonial society
and to train individuals for the service of the colonial state. This
system, Nyerere contends, prevented integration of the school system
With society. Instead, it encouraged attitudes of inequality,
intellectual arrogance and intense individualism. (1967, p. 54 )
Education for self-reliance requires an overhaul of this
system. The justification for this is that publicly supported national
education must be general education for all social groups. Further
education for a selected few must be education devoted to service to
the many. There can be no other justification for taxing the many
to give to only a few, which the colonial system perpetuated. Nyerere
changed three major interrelated aspects: the entry age into primary
schools; the content of curriculum; and the organization of the
school s.
In poor developing countries like Tanzania which were once
colonized children started school at age five or six. They finished
primary school at the age of twelve or thirteen years. Of this age
group about 87% could not go on to the secondary level. This figure
is supported by statistics in India and elsewhere. Nyerere 1 s plan
addresses the majority of students who could not go to the higher
level, instead of the small group the old school system prepares.
Thus, his program caters to this 87%. He advocates a change of the
entry age level from five to seven or eight and development of a
complete curriculum and syllabus whereby the students departing from
primary school can become responsible young workers and citizens.
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He also believes an older child can learn faster.
With regard to the curriculum and structure change, his concerns
are the same; the majority group, and a complete curriculum at each
level in the light of economic reality. He says: (Nyerere, 1967)
Our sights must be on the maioritv it ,- e
=S=SS=£==!r-
In considering the educational needs of developing countries
it is essential to face the facts of the economic situation. Every
penny spent on education is money taken away from some other needed
activity. The problem cannot be dealt with by adding more money.
These are the economic facts of life for a poor country. The only
solution is making the schools a real part of the society and her
economy. Schools must be communities which practice the precepts of
self reliance. The teachers, workers and pupils together must be the
members of a social unit in the same way as parents, relatives and
children constitute the family unit. Schools must be economic
communities as well as social and educational communities. Each
school should include as an integral part a farm and workshop which
can provide for the food eaten by the community and also make some
contribution to the total national income. Curriculum and syllabus
must be a complete program in itself, built around the learning-by-
doing concept--the concept of UJAMMA Village.
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D_ewey: Education for Democracy
Nyerere's concept of education for self-reliance is built upon
the assumption that there exist cooperative communities which share
equitably the resources within a larger socialist framework. In
contrast, John Dewey and his progressive colleagues view society
another way. A society with economic differentiations and social
status are facts of life for them. Dewey has no program to alter
these differences, but instead proposes that the role of education is
to give each learner a chance to compete for those privileges, by
promoting development of individual potential. He sees a complementary
role in education between the theory of individual growth and the
theory that upholds transmission of the accumulated wisdom and
knowledge of the community. In analyzing American education, Bowles
and Gintis (1976) have suggested three distinct functions of liberal
education. They use Dewey's Democracy and Education (1959) as
probably the best example of the liberal theory of education.
Besides developing individual potential Dewey says that all
education should foster participation of the individual in social
consciousness and democratic ideals. This process begins:
. . . unconsciously almost at birth, and is continually
shaping the individual's powers, saturating his conscious-
ness, forming his habits, training his ideas and arousing
his feelings and emotions. Through this unconscious
education the individual gradually comes to share in the
intellectual and moral resources which humanity has
succeeded in getting together. He becomes an inheritor
of the funded capital of civilization. (1959, p. 13)
Thus, education is the basis of the social continuity of life. This
process Bowles and Gintis (ibid, 1976) refer to as the integrative
function of education.
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- economic privilege and social
status in Deweys society are taken as facts of life, the function of
school is to make sure that individuals get an opportunity to escape
from the limitations of the social group in which they were born to
come into living contact with a better envirorvnent. Dewey believes
that schooling is meant not only to assure competition, but also to
reduce the inequality between poor and rich. This process is referred
to as the egamanan function of education. Finally, education is
seen as a major instrument in promoting the moral development of the
learner. Dewey says that personal fulfillment depends upon the
direction and vigor of development in the physical, cognitive,
emotional, aesthetic and other areas of human potential. Dewey (1966)
asserts:
extent
1
tn^h" f Value ° f Sch ° o1 education is the
an^cunni
whl ch it creates a desire for continued growth
in
d
fact
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f° r making that desire effective
This process is referred to as the developmental function of education.
The compatibility of these three functions— the integrative, egalitarian
and developmental—derives from Dewey's assumptions about the nature
of society. Dewey assumes, Bowles and Gintis contend, that occupa-
tional roles in capitalist society are best filled by individuals who
have achieved a high degree of education. In addition Dewey
assumes that a free and universal school system can render opportunities
to all for self-development independent of race, class, and sex bias.
Hence the integrative, egalitarian and developmental functions of
education are mutually supportive.
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-Berger
.
—Educati on for Consciousness
Modern education is, by definition, concerned with development
and modernization. Educational planners or writers like Julius
Nyerere and John Dewey address well this central concern. Nyerere
and Dewey take the view that the individual's well being is inseparable
from the development and growth of society, but their stress is on
something larger than an individual with his personal concerns. In his
Homeless Mind.—
M
odernization and Consciousness Peter Berger (1974)
a prominent American educational sociologist, explores the consequences
Of modernization on the consciousness of the individual, in his
capacity for the ordinary and everyday life of a person. He argues
that studies about modernity have at best been a partial view of the
external aspects of social reality. The social sciences have missed
an important dimension of social life. This dimension is conscious-
ness. His thesis is: the further modernization proceeds, the more
"the society assumes pluralistic structures in which life becomes
more and more individual, migratory, ever-changing and mobile." (ibid,
p. 74 ) Berger presents "homelessness" as the consequence of social
discontent, alienation and a fragmentation which leads into severe
identity crisis. He is particular with definitions. Though he
studies consciousness in relationship to many concepts, only a few
are selected for the purpose of this section. They are development,
modernization, pi ural ization and consciousness.
Berger advises an attitude of cognitive wariness and sober
skepticism with regard to all theories of modernity. He says that a
definition is not a theory. Yet no theoretical enterprise can get off
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the ground without defining its terms. In the past, the social
sciences have dealt with the concept of modernity and modern society
in connection with processes that produce these phenomena-processes
that have been called modernization and development.
These two terms have been used both as synonymous and as having
different meanings to each other: Both have been used to refer to
economic growth. A common distinction has been to apply the term
development" to the narrower sense of economics and "modernization"
to various socio-cul tural and institutional processes concomitant
with economic growth. Sometimes the two terms are used as objective
and "value-free," but without hesitation the same writers speak of
"backward" and "underdeveloped" societies. Clearly, to be less than
"modern" has a stigma attached to it. But also the terms themselves
have been subjected to sharp criticism, especially by writers from
developing countries. To Paulo Freire (1974) the term development
means increasing dependency upon foreign power. In Latin America
the concept of development, especially used by North America, has
been decried as devel opmental i sm which has been presented as an
ideology designed to mask the realities of imperialism, exploitation,
and dependency. The term modernization has fared no better than
development in this respect.
In recent years, however, a new perspective is growing, argued
by Denis Goulet (1974), that the concept of development should go
beyond economic measures of growth to include such items as income
distribution, employment, political participation and level of
education. This definition clearly departs from academic tradition and
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political ideology. It not only represents an ethical stance but
also prevents the term development from being used for a situation
in Which benefits of growth are limited to a small stratum in society.
Berger prefers to use the term development in its political rather
than scientific sense. That is, in a context of value-oriented
policy rather than in a supposedly value-free analysis. He particularly
views development as a moral concern for human cost. Modernization,
he says, must be seen in close relation to economic growth, specifically
to the growth processes released by recent technology. Modernization,
to him consists of the growth and diffusion of a set of institutions
rooted in the transformation of the economy by means of technology.
Thus far Berger has defined and discussed development in terms
of policy and modernization in terms of institutions that are external
to the subjective consciousness of individuals. Consciousness Berger
defines as whatever people experience as real in a given situation.
Berger is not particularly concerned with consciousness that refers
to ideas and theories or to sophisticated constructions of meaning.
To him consciousness is an everyday activity of an individual person.
Experiences are constellations of consciousness. Therefore, he
argues that in a comprehensive understanding of any social reality,
one must include this new dimension of consciousness. Yet the
analysis has not included this dimension in the context of development
and modernization. Society is viewed in this perspective as a
dialectic between objective conditions and subjective meanings. Berger
puts it thus:
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oS«allow the individual to navigate his way through the
The' total nv^f
enCOUnters of his ^ with others.
! tLjfa l [y of these meanings, which he shares with^ hers, makes up a particular social life-world. (1974,
The term "life-world" is characteristics of human existence.
It conveys the idea that to be human means to live in a world and a
reality that is ordered and that gives sense to the business of living
The order for human beings has been established socially and
collectively. It is kept going by collective consent. Thus social
life-world is a term for totality of development and modernization,
plus consciousness. In the traditional societies individuals lived
in a life-world that was more or less unified. This is not to deny
that the division of labor and other processes of institutional
segmentation did not exist throughout history. Differences in life-
world have always been important to the different groups. Never-
theless Berger argues that compared with modern societies, most
earlier societies had a high degree of integration. He attributes
this factor to religion.
Modern life is typically segmented, and to a very high degree.
This Berger calls pi ural ization. It is not only indicative of the
level of external forces like development and modernization, but
also has important manifestations on the level of consciousness. For
instance, a fundamental aspect of this pi ural ization is the dichotomy
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of private life and public spheres. Thus the feelings of insecurity
and uprooted homelessness are the typical product of modernization.
Breakdown in modern life creates crises of identity in modern society.
By identity he means the actual experience of self which is part of a
specific structure of consciousness. He identifies four aspects of
the modern id entity- problem as follows:
1* ^erri identity is peculiarly open
. The modernindividual is " unfinished'' as he enters adult life
capacity fnrV^l Seem - t0 be a great obJ ecti ve{f 1 transformations of identity in later
even’readinefV
5 S
u
3 subJ ective awareness and
.
readi ness for such transformations. This open-
n ed quality of modern identity engenders psycho-
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s and makes the individual peculiarly
others^
6 t0 ^ shifting definitions of himself by
2. Modern identity is jpecu^arly differentiated
. Becauseof the penalization in the modern world, the structure
un<;t^hip
Par
H
1CU ^lar world is experienced as relatively
stabTe and unreliable, and the institutional order
undergoes a loss of reality. The individual's experience
of himself becomes more real to him than his experience
of the objective social world. The subjective realitybecomes increasingly differentiated and complex.
Consequently, it should not be surprising that modern
man is afflicted with a permanent identity crisis, a
condition conducive to considerable nervousness.
3. Modern identity is peculiarly reflective . Modern society
confronts the individual with an ever-changing set of
social experiences and meanings. It forces him to
make decisions and plans which demand reflection.
Modern consciousness is therefore peculiarly aware,
tense and rationalizing. The self becomes an object
of deliberate attention and anguished scrutiny.
4. Modern identity is peculiarly individuated
. The
individual, the bearer of identity attains a very
important place in the hierarchy of values. Individual
freedom, autonomy and rights come to be taken for
granted as moral imperatives of fundamental importance.
These rights are rooted in the institutional structures
as well as structures of consciousness in modern
society. (Berger, 1974, pp. 77-79)
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With their Buddhist background and present condition serving
refugees, the idea of homelessness is not at all strange to the Tibetan
schools in India. A discussion about homelessness from the perspective
-hddhism is important in an effort to bring closer the modern and
traditiona! education. In an article, "Buddhism and Modernity: Four
Seals of Consciousness" (1978) Professor Robert Thurman compares Berger's
book to the Buddhist aspiration of "homelessness" that occurred 2500
years ago. Thurman takes a critiral in' a„ nc view of Berger's analysis and,
at the same time he tries to place Buddhism in relation with Berger's
typological framework. About the Buddhist aspiration of homelessness
Thurman (1978) writes that:
t^homelessness
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- Here, the mendicant renounces soriptv(symbolically conveyed as "home"), to embark on the
Y
intensive quest of enlightenment. He goes forth
voluntarily into a condition of "homelessness,".
.
. (p. i)
Despite different purposes and contexts, and historically set
apart by twenty-five centuries, there are striking connections between
the two homeslessnesses. For example, Berger (1974) says:
Generally, these discontents (of modernity) can be sub-
sumed under the heading of "homelessness." The pluralistic
structures of modern society have made the life of more
and more individuals migratory, ever-changing, mobile.
.The homelessness of modern social life has found its
most devastating expression in the area of religion.
To Berger there is no doubt that Buddhism is simply a religion
that is closely allied with tradition as he defines it. In contrast
to unstable and unreliable modern experiences, Berger says that
traditional society is an intact and integrated one wherein the
person's identity is securely fixed through rites of passage in a
98
relatively unchanging pattern. The person's roles are determined
by his position within a holistic hierarchy. His world is rendered
meaningful in a self-contained and unchallenged structure which
includes appropriate and reliable paths of action and above all a
sense of belonging in a sacred cosmos, of being a part of a whole.
On the other hand Thurman (ibid. Fall, 1978) wonders where
to fit Buddhism in Berger's typological framework. If "homelessness
represents the devastation of the normative function of religion,
then how does it occur at the very heart of Buddhism? Or is
Buddhism perhaps not a religion as Berger is defining it? If
homelessness is at the heart of the constellation of consciousness
typical of modernity, why are such large numbers of individuals all
over traditional Asia so concerned with "homelessness"? (Thurman,
ibid, Fall 1978, p. 2). To deal with these questions Thurman again
compares the four seals of Buddhist consciousness with the four
aspects of modern identity of Berger. The four seals are impermanence,
suffering, selflessness and liberation.
Impermanence has the conceptual thrust of challenging a "normal"
culturally given sense of the permanence and fixity of entities. The
most important in the Buddhist context is the impermanence of identity
or self. Compare this to the pecul i ar openness of modern identity,
where Berger says, "Not only does there seem to be a great objective
capacity for transformations of identity.
.
. ,
but there is also a
subjective awareness and even readiness for such transformations.
This open-ended quality of modern identity engenders psychological
strains." (Berger, p. 77)
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Selflessness is the highly critical concept that challenged the
notl on given in the Brahmin culture of India that an individual had
a fixed and permanent self and hence guaranteed membership i„ the
socio-economic whole. Buddhistic self is a relational, changeable,
and functional identity. Berger speaks of modern identity's peculiar
d ifferentiation
, that "because of the plurality of social worlds in
modern society, the structures of each particular world are experienced
as relatively unstable and unreliable. So modern man is afflicted
with a permanent identity crisis, a condition conducive to considerable
nervousness." (Berger, p. 74)
Suffering challenges the viability of any given course of action
prescribed in a society by focusing attention on the inherent un-
satisfactoriness of any sort of action. It functions in Buddhism as
an imperative to acknowledge suffering as the first step in overcoming
it. Berger discusses the peculiar reflectiveness of modern identity.
"The social world confronts the individual with an ever-changing set
of social experiences and meanings. Modern consciousness is therefore
peculiarly aware, tense and rationalizing." (Berger, p. 78)
Liberation represents primarily the affirmation of the
individual's absolute possibility to master his world through his
own efforts and understanding his intrinsic value as an individual,
apart from his participation in the social whole (Thurman, pp. 3-5).
Berger writes of the peculiar individualism of the modern identity.
'The important place in the hierarchy of taken for granted as moral
imperatives of fundamental importance."
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In MS analysis, Thurman says that definitions of religion and
traditionally that lay great emphasis on normative and pattern-
maintenance aspects miss the essential dimension of individualistic
transcendental ity of Buddhism. Berger's observation of modern society
can be applied very closely to ancient Buddhist consciousness as
conveyed in the four seals of Buddhism.
The preceding comparison of two homelessness conditions is
quite familiar to Tibetans as Buddhistsand as refugees. It touches
the cornerstone of the Tibetan refugee education. Nevertheless, the
first homelessness is an outcome as Berger pointed out as the
consequence of social discontent, alienation and fragmentation of
the modern culture. No apologists of modernization would consider for
a moment homelessness is their goal, but Berger mistakingly calls his
four typologies as modern identities. The second homelessness is the
cherished goal of Buddhism. For example, Buddha taught selflessness
in the context of self-craving Brahmanic culture similar to that of
the modern culture. Professor Thurman calls the four seals as
Buddhist identity. Because of underlying differences of former being
an undesirable outcome and the latter being the cherished goal, the
comparison should have taken another route to compare the 20th
century modernity to Brahmanic culture from which Buddhism was expounded
and to build a rationale that the happenings of today that Berger
described is about to catch up to the 2500 year old Buddhist consciousness.
Summary
The modern education is presented the development of an
individual person in the light of social needs, and its use of
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pedagogical methods such as problem-solving, learner-centered and
scientific methods and enquiry. The selection of three thinkers on
modern education represent these considerations. Julius Nyerere,
an educator and the president of Tanzania, proposes an educational
policy and program for self-reliance and nation building. His writings
are specifically developed for educational policy of Tanzania, and
are m the process of implementation. John Dewey, an American leader
in progressive education, was concerned with pedagogical methods of
learner-centered and problem-solving education. In addition to such
methods his writings also described the need of delicate balance
between the priorities of the learner and social context. Peter
Berger speaks on the relation of modern education to individual
consciousness. His concept of homelessness appropri ately bridges
between the unseemingly poles of modern education and traditional
education of Tibet.
The concept of homelessness is not only to define a refugee
person, but also touches the heart and the foundation of the ultimate
goal of traditional education of Tibet. The Tibetan education before
1959 is presented in two types; secular and monastic learnings. The
secular education is limited in its scope to elementary schools that
emphasizes primarily on reading, writing and arithmetic. Both lay
pupil and to-be monk student studied in these schools. These schools
lacked systematic programs and the governmental supports, nevertheless,
it is popular and can be found everywhere in Tibet. The monastic
education is very tightly organized and has resemblance to the
modern liberal arts tradition. In addition, the concept of lifelong
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learning and experiences or knowledge of learning from one life to
the next are unquestioned beliefs and practices of Tibetans. The
term Lama and
1 earning of a
reincarnation means official recognition of
person that transferred from former to this
highe
life.
r
To
provide background and examples and evidences for these concepts of
education in Tibet the life of three most outstanding Tibetan scholars
were described in great detail. These descriptions provided an
introduction to traditional Tibetan culture, values and aspirations
which have profoundly influenced the educational patterns of Tibetan
schools in India today.
The significance of each selected person was explained. The
eleventh century poet Milarepa came when Tibet was faced with cultural
conflict between the suppressed indigenous culture and beliefs and
the imported literature and Buddhism from India. Through unprecedented
study and practice Milarepa proved that those conflicting and diverse
forces could be united within the context of a Tibetan environment.
Coming three centuries later, Tsong Khapa revitalized and consolidated
the existing bits and pieces of learning into a school of philosophy.
His influences are very strong, particularly in separating the mystic
aspects of practice from scholarly learning. He wrote many books
such as Stages of Path and Essence of the Eloquent in which he
consolidated the great variety of Buddhist teaching and methodologies
that have great similarities with contemporary principles and elements
of research and curriculum. This school of philosophy has remained
the dominant learning organization and establishment in Tibet. The
Dalai Lama as a rei ncarnation of Bodhisattva Chenresi is a follower
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of this school of philosophy. He is unquestioned head of both
spiritual and temporal life for all Tibetans. The Dalai Lama, his
intricate and unique combination of solid grounding in his own
"classical tradition" with insatiable curiosity about and keen
penetration into "modern" subjects of learning, makes him especially
suitable as a model for the properly educated Tibetan today. This
shows clearly how neither one nor the other is adequate by itself for
Tibetan refugee education to fill the today's need. In exiled India
the Dalai Lama has been the major force and motivation for the Tibetan
refugees, specifically in the area of refugee education for which
the education objectives just propounded are intended, for use in
matching with their current educational programs. These three
personalities and their work represent, in the researcher's view, the
broad spectrum of Tibetans' aspiration and yearnings. They have
undoubtedly had profound influence on Tibetan civilization.
In this chapter an analysis of three personalities in the
development of Tibetan history, culture, tradition and three models
of education were presented to provide a data basis in formulating
a pool of educational objectives. These preliminary objectives will
be reviewed, perfected and prioritized by a sample of selected
Tibetan teachers, students and scholars who are recognized experts
i n Tibetan studies.
CHAPTER III
DESIGN OF THE STUDY
This chapter consists of three parts. The first part builds
on the conceptual process presented in chapter two to generate
objectives for the Tibetan refugee schools in India. These objectives
guided the development of the research instruments and aided in
determining the effectiveness of the sampled schools. The second
part delineates the procedures used for the development of the research
instruments, sample selection, and research administration. The final
section discusses the reliability of the instrument and procedures
for organizing and processing the data.
Objectives for the Tibetan Refugee Schools
At this point, a brief overview of the problems of the Tibetan
schools from chapter one and a restatement of selected concepts from
chapter two explain the basis for deriving the generation of
objectives. When Tibetans first came to India and began the work of
organizing their new schools, they found that the type of schooling
used in Tibet was anachronistic and did not meet their pressing needs.
For example, a refugee report states that their
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Educational system completely ianored . .
we feel it needs a thnrmmh I„A° scient ific subjects. . .
situation. We need to modernism
1n
3
to suit the Present
introduction of sripnti fiv . .
our ec^cation with the
contemporary methods of instruction
a
"i969? ^228)^ USln9
Thus, refugee authorities proposed a balanced school curricula,
that would uphold the traditional Tibetan education yet also introduce
modern scientific education. Vet beyond this policy statement and
school organization, refugee educators have not developed systematic
ways of integrating the traditional and the modern elements. Today,
after twenty years, Tibetan schools have no clear-cut goals to guide
their school programs. They operate on a day-to-day basis. Their only
measurement criterion has been the terminal school examination.
Two recent articles have shed some light on the nature of the
problems and inner workings of the schools. T. A. Khan, a former
headmaster in a Tibetan school, writes, "Tibetan schools exist in a
sort of vicious circle of useless bureaucratic rules and regulations
and dogmatic prototypes"
( Tibetan Review
. June-July, 1976, p. 20). In
the same issue, Dawa Norbu comments, "Schools appear to emphasize
the form and formality of education rather than content" (Ibid., p. 4).
Both Khan and Norbu have very little to say about the academic side of
the school program. The absence of clearly defined goals and evaluation
procedures and the persistent bureaucratic red-tape form the major
problems in these schools. Study is needed to ascertain and precisely
describe educational conditions within the schools.
With these above problems in mind, the present researcher has
developed a set of objectives based upon the principles of balanced
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education. These objectives were constructed as much as possible in
accordance with the reality of the existing school programs. In other
words, the objectives are intended to be practical. The generation of
objectives involved the following three stages:
1. Rationale for balanced education
2. Interviews with Tibetan teachers, students and scholarswho are recognized experts in Tibetan studies
3
’
and' educa t i on^speci al i sts
'^ * 3 P3 " el ° f
Rational e for Balanced Education
The first stage was presented in chapter two as an analysis of
the components of a balanced education. Chapter two presented a brief
sketch of pertinent facts about Tibet, an analysis of three important
historical personalities, and a description of traditional Tibetan
education, both monastic and secular. These consitute the traditional
aspects of balanced education. The three personalities selected,
indeed, exemplify the educated Tibetan person, and reaffirm the values
of his heritage. The essence of their ideas and teachings has been
transmitted through the efforts of an organized structure: the school.
There were two levels of education in traditional Tibet, the secular
and the monastic. The secular education was generally characterized
as an elementary school level that emphasized reading, writing, and
arithmetic. In contrast, the monastic education embodied the concept
of life-long learning, and focus on meditation, contemplation, and
liberation. Because these educational systems were based on traditional,
pre-refugee culture, the writer examined selected works by three
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scholars intended to define appropriate modern educational policies-
1US Nyerere
’
^ohn Dewey, Democracy
'
and Peter Berger, Education for Consrio,,,^
Students and SrhM>-
The second stage of this study involved contacting and inter-
viewing a sample of Tibetan teachers, students, and other scholars in
Tibetan studies, to aid in the development of the final list of
objectives. The researcher's visit to India in 1977 furnished part of
the data for this stage. During that visit, a number of Tibetan refugee
schools were observed and selected teachers, school authorities, and
the Council for Tibetan Education were interviewed. This opportunity
provided a clear picture of the schools and important insights.
regarding the dimension of their problems and needs.
Since that time, the researcher has carried on a dialogue with
Tibetans in the United States and American Tibetan scholars about
Tibetan education. Hence a network of Tibetans who are particularly
interested in and knowledgeable about the schools was created. Also
as contacts invariably led to further contacts, certain documents and
research papers were discovered that have relevance to Tibetan education.
In connection with the task of enlisting the aid of this network of
people to review and improve the educational objectives, a variety of
methods were employed, such as formal interviews, personal meetings,
telephone calls, and general discussions. Letters, briefly describing
the purpose and problems of the proposed research, including a list of
possible objectives, were sent out to the sample of interested Tibetans
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They were asked to vacate and improve upon the list, and to assign
Priorities by numerically ranking each objective as to its importance.
The final product of this part of the research was expected to be a
short, simple list of objectives which represented the actual programs
in the refugee schools, and which would clarify any objectives already
present.
Next, the researcher visited New York City and vicinity twice
during the spring and summer of 1979, in order to conduct interviews
and discussions with the Tibetan community. A content analysis of
these interviews revealed three general positions or scenarios:
Scenario I.
Scenario II
Things are very clear in Tibetan schools. The schoolsdo not need objectives, program evaluations, or studies
ind?rate
U
ih
them
' i
Tl
i
lere are suffic1ent examinations toic the pupils successes and failures. If the
schools are not doing well, they need more discipline
more clases; students need to study more.
^nH
e<
\H
iV
i
eS sh
?
uld
j?
e stated in terms of political education
and ideal goals. At present there is no relationship
between our education and our problems as refugees. Infact, schools had the negative effect of subduing our
growing generation. Our problem is not so much one of
education, but rather a political one. We do not need
classically educated people, but people who can lead our
struggle and movement. Our schools are failing to provide
the necessary political education. This is the problem
and the objectives must be stated in that perspective.
Your study should help to achieve that singular goal.
Scenario III.: This is the majority of people who first politely listen
to what the researcher has to say, and then respond by
saying,^"We don't really know." For example, one person
said, "We have daily prayers and chanting in our
schools, should that not be reflected in the school
objectives?" These people are very appreciative of
present research efforts, but never real ly expressed
their own opinions.
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The first scenario represents the pedagogical approach to the older
generation of Tibetans. This is the prevailing m0de of teaching and
of the set-up of Tibetan schools today. The second scenario was
Obtained fro. younger Tibetans who are dissatisfied with the schools
and refugee life; their numbers and their influence are fast-growing.
third scenario consists of people who accept the fate of being
refugees and seem to feel that things cannot be changed.
The category of experts in Tibetan studies refers to Western
scholars. Their advice has been very helpful to the researcher in
exploring relevant literature and in producing the final list of
objectives. However, they are not particularly familiar with the
activities of Tibetan refugee schools. One expert, for example,
insisted that the refugee schools should include a program of Chinese
Studies. This notion has been rejected in the light of the actual
program and the refugees' political position in the host country.
The concluding step of this stage of the study was the preparation
of a nearly final list of eight objectives and the statements of the
rationale for each objective.
Review of Proposed Objectives by a Panel of Curriculum and
tsducation Specialists ——
-
For the purpose of validating, an external group was invited
to review and improve the list of objectives. This group was
designated as external" because the selection criteria for it were
not based on the members' expertise in Tibetan schools or Tibetan
culture. Their specialties lay in the areas of curriculum and
no
education in general
, However, one member of the panel is a China
specialist, and another is in Tibetan studies. These two members
ere quite familiar with Tibetan refugees.
Each objective, along with its statement of rationale, was
individually typed on a 4" x 6" card, and the set of eight cards was
sent out to each of 15 panel members. Feedback was received from 13
of the 15 panelists. Most panel members asked questions regarding
those objectives which related to skills and student attitudes. For
instance, some specific recommendations were the addition of objectives
on vocational education:
and on the role of school environment:
• • .to build in more effecti vely-oriented obiprtix/pc
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e desirable environments forne g development of these children (personalcommunication, August, 1979(b)).
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Six members of this panel were invited to a group discussion to work
on the proposed objectives, with the result that two new objectives-
vocational education and school envi ronment--were added to the list.
The final product, a list of ten objectives and their rationales, as
approved during this meeting, is presented below.
OBJECTIVE 1: Students realize an informed awareness of important
current events in Tibet and India.
in
RATIONALE:
OBJECTIVE 2
RATIONALE:
OBJECTIVE 3:
RATIONALE:
OBJECTIVE 4:
RATIONALE:
OBJECTIVE 5:
RATIONALE:
In contrast to traditional education, in whirh
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SS1Ca
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and ancient studies are emphasizedo ern education, among other differences keeDsabreast with current trends and events? in additionto a balanced preservation of Tibetan tradition
politica
S
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derSta
H
d contemP°rary economic and
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S ln °rd8r t0 relate ^ccessfuny to
qeoaraohv^Hh
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ed9eable ab«ut the history andg ography of the host country, India.
The modern segment of the curriculum in the refugeeschools comes from the Indian national education
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Thisis congruent with the United Nations' policy of inte-
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U9ee educat1cm into educational system
desi re p?
SThTtry - ThiS reaff1rms the expressedof Tibetans to change and modernize their oldcustoms and way of life.
sm.
Students understand and practice Buddhi
The Dalai Lama and other Tibetan educators place greatimportance on Buddhist studies as an integral part ofthe preservation of Tibetan culture. The Chinese are
systematically destroying Buddhism in Tibet, and Tibetan
frnm
1
-^ ^nn
de6P r°0tS in Buddhist brought and ethoso its 1300 years of history. For this reason, many
monks are trained to become teachers in the Tibetan
refugee schools.
Students make efforts to learn about Tibetan culture
and traditions.
As a consequence of the long and continuous occupation
of Mbet by the Chinese, Tibetan culture and traditions
are believed to be disappearing altogether in Tibet.
Tibetan refugees have a strong sense of their mission
to preserve and protect their ancient culture and its
traditions. Schools are viewed as the major institution
to fulfill this mission.
Students acquire vocational and technical skills.
The Tibetan refugee schools need to take into serious
consideration the practical needs and problems of
refugees. The past record indicates that a small
percentage of school graduates went to college. Yet,
in the main, the schools have a preparatory academic
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OBJECTIVE 6:
“a Z\?>V4^se a^TaT-°nto underline the importance of practice"? ski??? ? Ch °° 1Sself-care and vocational education Schools JUTtincorporate thp ^ n i need to
curriculum In order
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mathematics?
6 ' 013 knowled9e a" d *IHs in science and
RATIONALE: The Tibetan refugees are adamant in their desire tochange and modernize. Both thp Dalai hm a i .(1962? anri , u ne u Lama s memoir
that the
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he refugees ten year report (1969) state
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OBJECTIVE 7: Students perceive the school environment in a positive
RATIONALE:
and"
y
sSd?rts
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e
H
n d ?"e A the learn1n9 environmenta tuden tt tudes toward school. A larap hndv nf
research literature has advanced the theory that learninqrequires a positive educational environment. A poor
envi ronment will stifle students' learning abiTi??es.
OBJECTIVE 8: Students build self-confidence.
RATIONALE: As stateless and homeless exiled people, refugees
experience the serious problem of having a "defeated"
self-image, of perceiving themselves as "losers."
tducation must have an influence in improving Tibetans'
confidence in themselves as individuals and as repre-
sentatives of a distinctive culture.
OBJECTIVE 9: Students acquire a functional ability to speak and
write Tibetan, English, and Hindi.
RATIONALE: Tibetan refugee schools are organized in a multi-
cultural environment and operate under a genuine
collaboration between Tibetan and Indian personnel.
Three or more languages are taught and used as media
for instruction.
OBJECTIVE 10: Students achieve satisfactory scores in examinations
(g.e., the All India Higher Secondary Examination).
113
RATIONALE: Modern education measures its surrpcc T n +
departure
n
from
e
h^gh
9
schooi
eVe
Th •
es
*
3eci
'
a ^ ^A^tha^at
Mgl0£nieril^_the Research lustrums
In the construction of the survey instruments, there were two
main questions under consideration. First, how to assemble information
in order to ascertain the facts with regard to the existing educational
conditions in the Tibetan refugee schools. Second, how to develop
reliable research instruments to assess the curriculum and instructional
conditions in refugee schools. Next guided by the objectives, the
instruments were used to answer the following general research questions.
1) to what extent do the Tibetan schools meet the established
objectives? 2) what are the similarities and differences in educational
conditions among the sampled schools?
When attempting to collect data the study encountered a magnitude
of problems. In the past, no one had studied these schools with any
specific instruments. The students had no experience in filling out
questionnaires. Traditionally, students have been told what responses
they should give when a dignitary visits their school. There was no
existing research instrument offering any precedent for the current
research. In addition, there was a large body of literature raising
questions about the validity of behavioral studies among the people
of non-Western cultures.
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The researcher has no answers to these questions. These concerns
and the limitations of the instruments, will be discussed in greater
detail i„ the chapter on data analysis. Bearing in mind these potential
Problems, a description will now be given of how the instruments were
developed and the steps taken for the systematic collection of
i information.
Ten objectives were generated with the assumption that they were
reasonably representative of the on-going program in the Tibetan schools
In order to gather information about general conditions in the schools,
as well as specific quantitative information relating to the objectives,
the following data collection devices were developed:
1* Student questionnaire
2. Student interview sheet
3. Teacher/administrator interview sheet
4. Classroom observation sheet
5. School observation sheet
6. School demographic data sheet
7. All India Higher Secondary Examination
8. Document collection sheet
Instrument 1, the student questionnaire, contains a battery of
52 single choice (Yes-No) items. These protocols are arranged in such a
way that "yes" is the expected correct answer to about half of the
questions, and "no" to the other half. Approximately six questions
correspond to each objective. The purpose of each question, its relation-
ship to objectives, and its clarity and simplicity of the questionnaire
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were carefully checked again and again until a review panel of six
specialists in curriculum reached agreement that the items related
to established objectives. Furthermore, the guestionnaire was submitted
to five members of the Tibetan community to examine it for factual and
linguistic clarity. Next, two terican students in the seventh grade
asked to fill in the questionnaire as an informal pilot test, to
determine if the instruction and language could be read easily and to
determine if the format of the questionnaire was understandable
(Appendix A: 1 ).
Form 2, the student interview sheet, is a shorter version of
the questionnaire. It contains 20 questions and statements, with the
purpose of cross-checking and verifying student responses to the
questionnaire. Three to five students were randomly selected from each
class immediately after the questionnaire was administered. In order
to ascertain their language ability and comprehension level, students
were asked to read, explain and discuss in the interview the following
popular Tibetan song, in Tibetan and in English (Appendix A: 2)
:
-aA] X5J
'
In Tibetan:
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In English;
It is not far that I shall roam,
Lend me your wings, 0 white crane;
I go no farther than Lithang,
And Thence Return Again.
(Translated from the above Tibetan by the
researcher) y
Form 3. the teacher/administrator interview sheet, poses five
questions regarding general problems in the school, and their attitudes
toward the school and the students. Although in general three to five
teachers and the administrators were interviewed in person for each
school. But in some bases the researcher had to leave the forms to be
filled out (Appendix A:3).
Form 4, the classroom observation sheet, is designed for the
researcher's observations of classroom conditions, teaching methods,
type of student responses, and interactions between the teacher and
students (Appendix A: 4)
.
Form 5, the school observation sheet, records the researcher's
observations of the general conditions in the school and assists the
researcher to identify special curricular activities during his stay in
each school (Appendix A: 5).
Form 6, school demographic data, records general information
such as the name of the school, the number of students and teachers,
male-female composition, and range of grades. This information was
provided by school admini strators (Appendix A: 6)
.
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Form 7, the results of the All India Higher Secondary Examina-
tion presents the scores from the school terminal examinations. The
reseacher encountered a number of problems in his efforts to secure
examination scores. Some schools have classes up to grade 10 only,
and they have no All India school terminal examinations. All schools
changed their program from higher secondary to the 10+2 system in
1977.* Some schools do not keep records on students who have been
graduated from the school; one principal said that once a student leaves
the school, his records are no longer kept. (Appendix A:7).
Form 8, the document collection sheet, records all pertinent
information about the documents and printed materials collected in the
sampled schools in India, as well as detailed notes on those documents
unable to be removed, from the sites (Appendix A:8).
Selection of Sample Schools
The selection of schools was determined by the purposes and
problems delineated in the research proposal. Another determining
factor in the sample selection process was the probability of implementa-
tion of the researcher's findings and recommendations. The decision
to investigate the schools with the highest grade level was based upon
the premise that these schools are older and relatively firmer
established. The schools with the highest grade level provide better
conditions for achieving a full perspective on Tibetan education in
India.
*This system involves all students taking the national examina-
tion after grade 10; those who pass continue in school through grade 12,
after which they take a second examination.
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After this dec! son, the researcher also had to face two important
issues in obtaining a sample for the investigation: sample selection
procedures (random vs. non-random methods of selection) and size of
population (large vs. small). Kerlinger (1964, p. 52) states that the
ideal conditions will permit randomization of a large sample. Because
Of the size and the nature of Tibetan schools in India, the ideal
conditions as described by Kerlinger do not exist for this investigation.
Regarding non-random samples, Kerlinger says:
It is not so much that non-random samples may not be
representative; in many cases they may be representative,
it is that we cannot say or assume they are representati ve
v • !!hen workin 9 with samples that have not been selectedat random generalization to the characteristics or relationsbetween characteri sti cs in the population is, strictly
speaking, not possible (1964, p. 60).
On the basis of Kerlinger' s advice, the interpretations to be made from
the results of this investigation are therefore limited to the specific
population that was investigated. Yet it must also be reported here
that this study is indeed quite comprehensive, for it includes almost
all of the high schodl students in the Tibetan refugee schools in
India.
Administration of the Research Instrument s
As far as the administration of the instruments is concerned,
the field research was conducted from September, 1979 to January, 1980.
All of the schools in the sample and the Council for Tibetan Education
were contacted for permission to conduct the proposed research. The
sampled schools included three schools with grades up to twelve and
three schools with grade ten, all together six schools. The researcher
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received positive responses from most schools and from the Council.
Two schools did not respond to the first request, because of their
administrators' being absent or in the process of being changed, but
they did participate in the research. A second letter was sent to each
school informing them of the researcher's arrival date, along with an
outline of possible research activities.
In India, the first order of business was obtaining additional
permits to use the schools as research sites. Two applications were
filed with the Indian government in Delhi for permission to visit some
of the Restricted Areas. The Council in Dharamsala sent out letters
on the researcher's behalf to each school, informing them of the Council
approval of the research project, and requesting them to make the
necessary arrangements.
s
One week to ten days were spent in each school. During the
first two days, meetings were sought with school authorities for
general discussions and for planning a tentative outline of the research
activities in that particular school. School personnel were found to
be much more open and critical of their school in informal and general
discussions than in the official interviews. The first activity,
classroom visits, involved administering the student questionnaire;
this was generally accomplished in one day. In all schools sampled,
the student questionnaire was administered to the three highest grades.
In those schools under the 10+2 program, for example, grades 10, 11, and
12 were tested; whereas in schools where the highest grade is 10, the
questionnaire was given to grades 8, 9, and 10. Thus, although the
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Procedure for interviewing students and teachers/administrators, andfor making classroom observations, varied fro. school to school.
Three to five students, randomly selected, were interviewed from each
class where the questionnaire had just been administered. each
school, three to five teachers or administrators were also interviewed.
Final ly, all school principals and rectors were interviewed. I„ the
latter case, the interview proceeded without a set question format.
Reliability of the Instrument
A number of analyses were performed concerning the reliability
and consistency of the questionnaire instrument. In an item by item
analysis to measure reliability, the standard deviation was found to
range from
.671 to .215. When all 52 items were combined together, the
mean standard deviation was
.425, within the limits of acceptability.
An analysis of variance was performed to measure how well the
individual items for each objective correlated with each other. While
some objectives showed a weak correlation, all interactions were
positive in nature, and some were significant. Objectives 1 (current
events), 5 (vocational education), and 9 (language) had high levels of
significant interaction (f = 4.532, pC.001; f = 5.357, p< . 001
;
f = 10.597, p<001, respectively). Another significant correlation
was found for objective #3 (Buddhism) (f = 2.440, p^.029). The
remaining objectives displayed weaker, non-significant correlations, as
follows: Objective 2 (Indian history)- f = 1.769, p^.lll; objective
120
4 (Tibetan culture)-- f = 1 770 999 k . ..
’ P<222, objective 8 (sel f-esteem)-
L 536, p-<- 172 i objective 6 (science and math)-- f = 1 . 492
,
P-<.187, and objective 7 (school environment)- f = i. 366> p^ 234 .
The mean for all objectives (f = 3.429, p< . 09 ) is slightly above
the standard level nc\GV ^P-<-05) for significant correlations.
Procedure for Data Analysis
As reported earlier, a total of eight research forms were
employed. They served to collect and record information with regard to
general conditions in the Tibetan schools, as well as the extent to
which these schools meet the established objectives. The computer
analysis of the data involved only the questionnaire instrument, since
It alone lent itself to quantitative analysis. All other types of
data analysis were guided by a number of specific questions generated
from the general research question: to what extent to the Tibetan
refugee schools meet the established objectives?
In preparation for computer analysis of the data, all raw data
were coded in terms of the following variables: school name, case
number, date of visit, grade, and sex of student. A separate card
was keypunched for each student.
The quantitative part of the questionnaire data was analyzed
according to specific questions, in order to explore the relationship
between the students' responses and the objectives. First, how does
each of the sampled schools respond to the 52 individual questions? A
table was constructed presenting the responses of the six schools to
the 52 questions, with the percentage of correct responses to each
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question by all of the students tested in that school as the response
measure (Appendix B). The school names were assigned numerical codes
according to the order of the researcher's visits. The next question
was: to what extent do the schools meet the ten established objectives?
For each of the ten objectives, a separate figure was prepared with
the percentage of correct responses from each of the six schools. As
mentioned above, usually six questions related to each objective.
Since all sampled schools did not have the same grade level,
analyzing the data from all of the schools together could not be
justified. Therefore, the schools were divided into two groups
according to their highest grade level. The first group consisted
of schools with questionnaires administered to grades 10, 11, and
12 (Schools 2, 4, and 5). The second group contained those schools
with tested grade levels 8, 9, and 10 (Schools 1, 3, and 6). In
answer to the third question, what are the similarities and differences
among the sampled schools, based on responses by grade 10 students in
all sampled schools, the discussion will focus on analyzing inter-
school similarities and differences with the grade factor held
constant. The final question concerns which of the 52 questionnaire
items, and further, which of the ten objectives, received the highest
and the lowest scores across the sampled schools.
Summary
In summary, chapter three presents the design of the study,
consisting of three parts. The first part describes the generation
of objectives used to direct the field research. The construction of
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a rationale for balanced education, the interviewing of Tibetan
scholars and other experts in Tibetan studies, and the final refinement
Of an evaluatory panel of educators formed the principal stages in
this process; the first two stages produced a pool of institutional
objectives and their rationales, while the third involved perfecting
and rank ordering the objectives according to their importance.
The second part of the chapter discusses the development of
eight forms for collection of research data. The instruments were
designed to collect data on the relationship between the school program
and the established objectives, as well as to ascertain the general
condition of the school environment in the Tibetan refugee schools in
India. The main research instrument employed was the student
questionnaire, which was administered to 526 students in six different
schools. In this section, the selection of the sample of schools and
the procedure for administering the various instruments was also
expl ai ned.
The last part of this chapter has reported the reliability of
instruments and outlined the procedure for analyzing the data with
respect to the proposed research questions. The results of the
quantitative analysis of the student questionnaire data will be
presented in the next chapter in detail. Equally important emphasis
is placed on the analysis of qualitative data from the other research
forms.
CHAPTER iv
ANALYSIS AND DISCUSSION OF THE RESULTS
The purpose of this chapter is to analyze and discuss the
findings associated with the research questions that guided the
investigation. Specifically, chapter four wil 1 attempt to address the
following research questions: 1 ) what are the administrative structure
and physical conditions in the Tibetan refugee schools?; 2) what are
the patterns of student responses to the established objectives?;
3) to what extent do Tibetan refugee schools meet the established
objectives?; and 4) what are the similarities and differences among
the sampled schools?
The chapter is divided into two parts. The first part will
discuss the administrative structure of the Tibetan refugee schools
in general, followed by a description of each of the sampled schools.
The second part will present the research findings specifically from
the questionnaire. The degree of attainment of the established
objectives reported as a percentage score is used as the criterion
of measurement throughout this chapter.
A word of caution is in order here about the research and
the instruments used, due to the somewhat unusual nature of this
study. In fact, students in these schools had never before been
subjects of a research study. The distance between the location of
the schools and the planning of the research may also have had a
deterrent influence on the study. Thus, the value of the study
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lies in its exploratory nature--* k*co
-f . •6 a base from which future research
m ay be developed, it is +us noped that this research un'ii kwill begin to fill
*e literature gap about conditions in Tibetan retu.ee schools, and
ave some practical application to improve curriculum i„ these
The researcher makes no claim beyond the above aspirations.
Administrative Structure
Tibetan schools have been subjected to much public criticism
(Khan, 1976; Dawa Norbu, 1976; Nowak, 1978). Most people involved in
th ’ S fi6ld SU"eSt th3t thS ™0t the problem lies in the complicated
administrative structure, which is summarized in this section, m this
wake of criticism the research question about the administrative
structure is a pertinent one.
an Taylor (1969, p. 6) states that because the Tibetan refugees
did not have the financial or human resources to operate their own
school system, the Tibetan administration accepted Indian technical
and financial assistance. Taylor further suggests that within this
Indian program, however, the Tibetans retain a collaborative structure
at all school levels. The Tibetans were responsible for starting the
refugee schools. In the course of a historic meeting with Prime Minister
Nehru in 1961, the Dalai Lama outlined the problem and emphasized the
great need for education for Tibetan refugee children. Pandit Nehru
not only expressed his deepest sympathy, but also gave immediate
consent to a large scale educational program. Together, they charted
the course that Tibetan schools were to follow, providing a balance of
Tibetan culture, literature, language and Buddhism, and thenrequirements
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of a modern Indian education. This explicit aim has remained unchanged.
9 C °1,ab0rdtl0R lnadm,n
'Stration structure was developed soon
atter this historic meeting between thp n^ia-i i , _y u e Dalai Lama and Prime Minister
Nehru
.
The Indian Ministry of Education set up an autonomous body to
establish and administer schools for the children of Tibetan refugees.
Thus, the Tibetan School Society was born, with three representatives
from the exiled Tibetan government and three representatives from the
Indian Ministries concerned, i.e., Education, External Affairs, and
Finance. A senior civil servant of the Education Ministry was appointed
full-time secretary of the “Society", which has its headquarters in
New Delhi. The Society was later renamed the Central Tibetan Schools
Administration (CTSA) when the Tibetan schools became part of the
central school system in India. The term “central" in the Society's
name refers to the national government of India. CTSA in Delhi, Dr.
Magaret Nowak (1978) says, ".
. . is empowered to deal with any ’major
policy change affecting the organization as a whole." The functions
of CTSA are defined in great detail by Sham Narayan, once the Secretary
of the Society, as follows:
j.; ; t0 establish and carry on the administration ofibetan schools, to receive grants from the Government
or donations and other benefactions from other sources,’
and to evolve a. pattern of education in consultation withthe representative of His Holiness. The Society was
registered under the Registration of Societies Act, 1960
and is being financed entirely by the Government of
India. (Llilgta n School Society
, p. 20, n.d.)
In addition to the CTSA, refugee schools are looked after by the Dalai
Lama's Council for Tibetan Education. However, the Tibetan School
Society s report, Ijjtetan_ Refugee Ch ildren in India, makes no mention
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Of the Council for Tibetan Education. In contrast, a report by the
exiled Tibetan government, Tibetan^jn
_JxileiJ95£-lM , says, referring
to this Council, "a separate office had been established to look after
the education of the children." Thus, at the government level, the
Tibetan refugee schools are supervised by two parallel government
authorities—the Central Tibetan Schools Administration in Delhi, and
the Council for Tibetan Education, located in Dharamsala, which provides
multiple services to the refugee schools. From a legal point of view,
Tibetan schools are part of the central school system of India and
thus under the direct management of the Indian government. Figure 1
below shows the formal and informal chain of authority and communica-
tion channels.
At the school level, the administrative setups differ among the
day schools, the residential schools, and the Tibetan Children's
Village. All day schools, including Bylakuppe day school (studied
here), are under the direct management of CTSA and headed by an Indian
person with a variety of titles. The Tibetan authorities have no
direct involvement in the day school administration, nor are there
really any Tibetans on the non-teaching staff. The Tibetan Children's
Village is under the management of Tibetans; a Tibetan Director,
principal, and three headmasters run the Village, which has over one
thousand students.
In the residential schools, the two highest posts are held by
the rector--in theory the head of the school--and the principal. In
each of the four sampled residential schools, the rector is Tibetan
and the principal, Indian. Nowak (1978) suggests that this role
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Figure 1
delated ^ Communication Channelselat to Tibetan Refugee Schools in India
Ministry of Education
India
CTSA
Day Schools
The Dalai Lama
Council
for
Tibetan Education
Tibetan Residential
School
s
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assignment, alienating the general administrative work to the Tibetan
officials, occurs because the Tibetans as a group lack the academic
qualifications now required for the office of principal. This
researcher has observed that the proportion of Tibetan teachers and
other staff members seems to depend upon the relative strength and
influence of these two officials.
TO achieve the goal of a balanced education, national objectives
as well as the refugees' aspirations were taken into consideration
When the schools were planned and administrative structure were set
UP. This ideal is reflected in the collaborative structure of the
school administration. Vet at the same time, such an idealistic goal
has not necessarily served the best interests of the Tibetan students.
This concern is aptly expressed by Nowak as follows:
Dartinnarlfth
31 in9 among the Tibetan community,p ticul ly those directly involved with educationthat the present hierarchy, that is, the local school
subordinated the CTSA which in turn is subordinatedthe Government of ndian Ministry of Education-involvestoo much red tape (1978, p. 59).
'vuive
It was the researcher's observation as well that people involved with
the schools stress the government agencies as the root of the problems
in the Tibetan schools. For example, the following statements by a
former headmaster in a Tibetan school, Mr. T. A. Khan, confirms this
point:
If the CTSA cannot prefer an educator to a bureaucrat, lettne educational planning and development be entrusted to abody of persons who know, understand and devote their
t
l
mL t 0r?cn Catlonal devel °Pment only, sparing the secretaryof the CTSA to deal with secretarial matters.
.
. (Tibetan
Review
, June-July, 1976).
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Also, concerning the Council for Tibetan Education, Mr. Khan notes
Under the refugee circumstance these Tibetan schools were
established and run jointly by the Indian government and Tibetan
authorities, but Tibetan authorities feel they have very little influen
in policies of these schools. India provides substantial financial
and technical assistance to Tibetan refugee schools. With the matter
of Tibetan schools two authorities collaborate from the ministry
level to the classroom situation in the management of these schools.
The balanced education also implies a shared management. Theoretically
the collaborative management in equal partnership is considered a new
and sought-out mode of operation in the international program.
However, the extensive involvement of government and bureaucracy have
produced a complicated administrative structure and line of authority.
Critics (D. Norbu, 1976; Khan, 1976; and Nowak, 1978) pointed out that
the root of the problem lies in the school administration which is
centrally controlled, bureaucratic red tape and lack of confidence and
cooperation in practice. In these schools rules and regulations
supersedes education. In the interviews all Tibetan rectors and many
teachers suggested that change of management is pre-requisite in order
to make any substantive improvement of the Tibetan schools.
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the Sampled Schools
T!betan schools have many features in common that can be
discussed as a whole. The Board of Education of the Government of
India recognizes all of the six schools in the present study, students
^ Tib6tan SCh°° 1S take the Indi *" ^ional school tennln.i examina-
tions at the end of grades 10 and 12. The schools at Dalhousie,
Darjeeling, and Mussoorie have grade levels from 1 to 12; they are
under the new 10+2 program. The Tibetan Children's Village, Simla,
and Bylakuppe schools go up to grade 10 only. Except for Bylakuppe,
the other schools are residential, located in the beautiful foothills
of the Himalayas in northern and eastern India. With the exception
of the Tibetan Children's Village, all schools are known officially
3s Central School for Tibetans."
Tibetan Student Fraternity (July-October 1976) reported that
there are forty-five Tibetan schools of five residential schools and
forty day schools in India, Nepal and Bhutan where about 8,000 refugee
children are being educated. Many of these day schools are of one or
two teacher schools in small refugee centers. Though the sampled
526 students in six schools in this research encompass only about
7% of total Tibetan refugee student population, this 526 student
sample makes up over 90% of Tibetan students beyond grade 8, and
100% of students in grades 11 and 12 level. These figures do not
calculate a few Tibetan students in the private schools in India
which Nowak (1978) speculated to be about 300 students in any given
year.
With these general comments about Tibetan refugee schools, the
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characteri sties of each school win be described individually. The
schools are presented in the alphabetical order.
(Research number 6*)
Bylakuppe sets apart fro, the other sampled schools by a variety
Of characteristics. It is the only day school among the sampled
schools, Situated on the flat ground and in a refugee settlement
Other sampled schools do not have that comfort of spacious environment
and livmg with parents. The main school, with more than 300 students,
has grade levels from 1 to 10. There are also four branch schools
with grades from 1 to 3 or 5. The branch schools were established
in the separate refugee colonies existing within the structure of the
whole Bylakuppe settlement. The central school and its four branch
schools have 1,269 students and 41 teachers, for a teacher/student
ratio of 1/31. This school has more students per teacher than any
other sample school. The central school together with the branch
form a school system of their own, administered by an Indian principal
with the assistance of four head teachers for each school.
The central school is housed in an L-shaped one story brick
building constructed for this school in the early sixties. Classrooms
have small high windows and contains a blackboard, chairs and desks
and sometimes some maps and pictures of political figures. Teacher's
desks and chairs are always placed under the blackboard and in front
of the students who are facing the blackboard and teacher. There are
no other objects and teaching aids in the classroom. Both rooms and
outside grounds are clean and well maintained. The building is simple
*The number following the school name refers to its code numberfor the purpose of the data analysis and discussion to follow.
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but functional and goes well with the refugee camp. School has no
support facilities such as a library, hall, or science laboratory
It has a nice playground and open spaces for physical activities.
It has a good physical education program.
This school is selected to include in the sampled schools
because it is the oldest day school and situated in the Bylakuppe
refugee camp where 8,000 refugees live on plots of agricultural land
totalling about 3,000 acres. Refugees grow corn, cotton, tobacco,
mullet and a variety of vegetables to meet their subsistence living.
Bylakuppe is situated on a plateau of 3,000 feet above sea level, and
52 miles west of Mysore City in south India, in the state of Karnataka.
This particular state has the largest concentration of Tibetan refugees
in India.
Dharamasala, Tibetan Ch ildren's Village (Research number 1)
The Tibetan Children's Village is divided into three schools:
the Senior School, grades 6-10; the Junior School, grades 1-5; and the
Infant School. The three divisions together have 980 students and
71 teachers. The teacher/student ratio of 1/13.8 is the lowest of
all Tibetan schools. Except for three teachers-of science, Hindi,
and tailoring-all of the teachers are young Tibetans. The school
provides an exceptional Tibetan environment and administration.
Also, this school has beautiful programs in art, tailoring, and
carpetmaking, but they are functionally separate from the academic
program. Each of the three schools has its own headmaster. In
addition, a director and principal formulate policy and supervise the
operation of the schools.
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This school was opened originally for the orphaned children
Of refugees. Even today a very high percentage of the children have
Ohly one or no parents; being an orphan is the criterion for admission
to this school. Thus, in order to create a family situation, children
of varying age groups are placed in the "Homes” under the care of
foster parents, patterned after the Pestalozze Children's Village in
Switzerland. Daily chores and other household duties are shared by
all. The school philosophy is to provide children with a sense of
duty to others as well as a sense of belonging.
Tibetan Children's Village is situated in Dharamsala. As one
tourist brochure describes,
"Dharamsala is (situated) against a back-
ground of snow-capped mountains; forests of giant conifers meet
carefully cultivated tea gardens of Dharamsala. This beautiful hill
resort stands on a spur of the Dhauladhar range. The mountains
enfold three sides of the town and the valley stretches in front."
Dharamsala is actually two distinct towns: Lower Dharamsala is the
civic and business section, populated by Indians. Upper Dharamsala
was taken over by Tibetans, and has lately become known as "Little
Lhasa" in India, named after the capital of Tibet. It is the head-
quarters of the Dalai Lama and the exiled government of Tibetans.
It has also become a great center for Tibetan and Buddhist studies.
The Tibetan Children's Village is located about three miles
from the upper town and seven from the lower. It is a beautiful
campus with all of the up-to-date amenities--a library for each school,
science laboratory, and playgrounds. The village is a rich variety
of hundreds of years old colonial bungalows, new cement buildings.
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wooden cottages and one-room tree houses. Houses are spotlessly
Clean and well maintained. Classrooms are clean, bright and spacious
with maps and pictures hung on the walls and an altar with small
religious statues in some classes. Each student has a chair and
desk as does the teacher whose chair and desk are placed either
underneath the blackboard or nearby it. Each desk has a drawer where
students keep their books and other necessaries for the class. Though
the Village is located on the steep hills, the school has sufficient
Playgrounds. A visitor to this school can feel a sense of serenity
and contemplation as well as a little isolation.
(Research number 2)
The Dalhousie school has grade levels from 1 to 12, and is
under the 10+2 program. It has 656 students and 26 teachers, making
a teacher/student ratio of 1 teacher to 23 students. Twenty-three
percent of the teachers are Tibetan. Like other central residential
schools, a Tibetan rector and Indian principal are the chief admini-
strators of the school. The school has a new two-story building for
classrooms and offices, specifically built for this school in the
sixties. The living quarters are in dilapidated old bungalows of
centuries old. Though the main building and the playground in front
are new and impressive, the upkeep of classrooms and dormitories
is rather poor. Many doors and window panes are broken and left
unrepaired. Cracks and holes are visible in many of the classroom
floors. Paint on the walls is peeling off. The blackboard, chairs
and desks are in shabby condition. A standard joke in this school is
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at they bum a kitchen and the wind blew away the noof the next
and teaCher
- There paintings and writings on the
outside wall. The school does not have a proper library.
Since the early 1970's, the Tibetan community in Oalhousie has
been relocated to more permanent agricultural settlements elsewhere
in India. Except for a nearby carpet center, there are no other
Tibetans visible in Oalhousie. The town itself is an attractive hill
station and tourist resort in north India. A tourist brochure
advertizes,
'Nestling against the background of the Himalayas and
on the outer slope of the Dhauladhar range among the scented and
stately oak and pine trees, the most distinctive features of Oalhousie
are the open and colorful valleys, picturesque scenery, level walks
and interesting picnic spots and tracks amidst dense forests."
Originally, this station was conceived as a sanatorium by its founder,
Lord Dal housie. Out of season, Dalhousie seems like a "no man's
land." It may also be the coldest resort town in India.
Tibetans (Research number 5)
The Darjeeling school has grades 1 to 12, under the 10+2 program
There are 682 students and 32 teachers, with 23 students for each
teacher. Twenty-seven percent of the teachers are Tibetan. The
school is administrated by a Tibetan rector and an Indian principal.
About half of the students are day attendance in this residential
school
.
Darjeeling is a famous and unique town on the border to Tibet,
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and was a trade center between the two countries. The town's population
is a composite of a variety of colorful ethnic origins, such as
Nepalese, Tibetan emigres and refugees, Bengali and other Indian
populaces— a true melting place in India. The everyday languages
spoken are Nepalese, Tibetan, Bengalese and English, but Nepalese is
the predominant and indigenous to the locality.
The school campus does not live up to the name and congeniality
of Darjeeling. Nor is there much resemblance between the students and
the prideful Tibetans in the town. The school is located behind the
town on a very steep slope; it thus has no level surface for play.
The sun sets around noon on the campus. All classroom and office
spaces were built for this school in the sixties and are two or
three stories high. The school has a big assembly hall which is also
sort of the school temple and has a huge statue. Being surrounded
by steep hills one feels as if one is entering a cave when visiting a
classroom. Classrooms are high ceilinged rooms generally clean and
in sound condition. Like any other Tibetan schools students sit on a
chair or bench with a small desk in rooms with a few maps and pictures.
Despite the poor location this school has a good record of achievement
in the school terminal examinations.
This school has a problematic language situation. Although
English, Tibetan and Hindi are taught and studied in the Tibetan school,
Nepalese is the lingua franc a in the town and the school. The editor
of the Tibetan Review (April, 1978) observes, "The most distinctive
feature of education--or any other aspect of life in Darjeel i n g— is the
all-pervasive influence of Nepalese culture, more specifically, language.
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In the Tibetan centers, the schools are staffed by Indian teachers,
but that never posed any danger of
' Indianization' of the Tibetan
children as it does in Darjeeling."
M_ussoorie,
_
Central School for Tibetans (Research number 4)
The Mussoorie school has grade levels 1 to 12, under the new
10+2 scheme. The school consists of two main institutions: the Central
School for Tibetans, and the Homes Foundation. There are 982
students in the central school and 291 small children in the Homes
nursery and kindergarten, a total of 1,273 students. The central
school alone has 39 teachers, and the teacher/student ratio is 1/25.
Tibetan teachers constitute 38.5% of the teaching staff in the central
school. Students live in old bungalows but all classes are held in
the newly-constructed two-story L-shaped building. The library and
offices are also in this building. Chairs, desks and blackboards are
all clean and in good condition. The building was recently painted
and the rooms are bright.
A Tibetan rector and an Indian principal administer the central
school and the academic program in which older children from the Homes
Foundation participate. This school was started in 1959 and is the
oldest Tibetan refugee school in India. The school music band and
dance troupe are well known all over Mussoorie for their brilliant
performances. This school participates in the annual Olympic sports
competition among the many Mussoorie public and private schools; it
has won prizes and trophies. The Mussoorie school is located on a
beautiful campus with all of the necesssary facilities for a respectable
school in India.
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The Tibetan Homes Foundation with its 655 children does not
have its own original academic program, except for the nursery and
kindergarten for small children. Some 400 Homes children attend
the Mussoorie school. Otherwise, the Homes' philosophy and program
are strikingly similar to that of the Tibetan Children's Village in
Dharamsala. The life style is based upon the Pestalozzi Children's
Village in Switzerland; and it has adopted the teaching methods of Dr.
Maria Montessori. Twenty-five children aged from 6 months to about
20 years are placed in a home under the care and supervision of
house parents. All housework, including cooking and washing, is
Shared among all of the children. A yearly report on the Homes states
that their children are orphans, semi-orphans, and children of
extremely destitute parents. The Homes also has an effective
vocational education program; its art, tailoring, and carpet-making
programs are exemplary vocational training of the type that is
terribly needed in all of the other Tibetan refugee schools. In
addition. Homes operates a dispensary, dentistry, a hotel and gift
shop, and it enriches the total school environment.
Mussoorie is one of the most popular hill stations and tourist
resorts in northern India, in the state of Uttar Pradesh. The main
town is situated at an altitude of 6,500 feet, overlooking Dehradun
valley with far-reaching plains to the south, and the picturesque snow-
covered Himalayas in the background. Today, the Tibetan school and
the Homes form a lively, compact little Tibetan colony some two miles
away from the town, appropriately called, "Happy Valley."
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S imla, Central School for Tibetans (Research number 3)
The Simla school has a small campus with a rather old bungalow
and a new building, one for residence and the other for classes.
There are 417 students and 18 teachers, for a teacher/student ratio
Of 1 to 23. Twenty-eight percent of the teachers are Tibetan. The
school is located just below a busy main road in the old section of
Simla City. It is separated from the town by an unpleasant looking
fence. Because of the proximity to the city, students in this school
do well in speaking Hindi. The school has had a number of changes
and setbacks in the administration which affected the school program.
A Tibetan rector and Indian principal head the schools.
Classrooms are spacious and have generally fewer students in
each class in comparison to other schools. Most classes are in the
new building. Rooms are bright and somewhat clean but one also sees
files of objects in some corners of classrooms. In this building
classrooms are noisy from the main road and town above. Offices,
student residence and some classes are in the old bungalow. This
building is in poor condition, not so much for lack of maintenance
but rather the life-span of this centuries old home is gone. Some
classrooms are dark here and students in lower grades sit on the
floor without chairs or desks. Like Darjeeling school, it has a big
hall with a Buddha statue.
A few years ago, Simla became the capital of Haryana State in
northern India. During the colonial period, Simla was the summer
capital of the government of the British Raj and the State government
of Punjab. In addition to being a hill station and tourist resort.
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Simla is a busy city with year-round residents. It is located far
into the mountains, at an altitude of about 6,500 feet above sea
level. It enjoys the full splendor of nature and a healthful climate.
The lofty fir, chir, and deodar tress thickly sprinkled over the slopes
of the hill present a panoramic view. The railway link from Kalka
to Simla meanders along through 104 tunnels in the lofty mountains.
When considering all sampled schools, it can be noted that
Tibetan refugees established a curriculum that includes both the course
syllabus of Indian schools and Tibetan traditions and culture. As
described above, this curriculum is reflected in the school organiza-
tion and educational environment. Also, these schools are operated
under two parallel authorities, as described previously.
The research instrument was administered to these six schools.
Five of them are residential; of these, four are jointly administered
by Indian and Tibetan authorities. As a rule the rector is Tibetan
and principal Indian. Table 1 below summarizes the information just
presented. It shows the teacher-student ratios, the percentage of
Tibetan teachers, and the type of administrator in the six sampled
schools.
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TABLE 1
Teacher/Student Ratios and Administrative Structure
of the Sampled Schools
Code
Number
Name of
School
# °f # of T/S %
Students Teachers Ratio
of Tibetan
Teachers
Type of
Administrators
1 Dharamsala 980 71 1/14 * Tibetan Director
2 Dal housi
e
565 26 1/22 23 Rector/Principal
3 Simla 417 18 1/23 28 Rector/Principal
4 Mussoori
1273*
** 39 1/25** 38. 5 Rector/Principal
5 Darjeel ing 682 32 1/23 27 Rector/Pri nci pal
6 Bylakuppe 1269 41 1/31 41.5 Principal
Despite some minor external differences among these schools,
they ha ve the same course syl labi, programs, schedules, and admini-
strative setup; this sameness is a character!' sti c feature of the Tibetan
refugee schools.
*100% Tibetans for academic subjects.
**The Central school at Mussoorie has 982 students and 39
teachers. The teacher/student ratio and percent of Tibetan teachers
are calculated on this basis. However, the total number of students
listed includes 291 students from the Homes Nursery School. The figure
on the number of nursery school teachers was not available and thus
they are ommitted from the above columns.
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Profile of Response Pattern
This section will present profiles of the students' responses
to the question: What are the patterns of student response to the
established objectives? Appendix B lists the mean percent correct
responses for each of the 52 items of the questionnaire, for each of
the six sampled schools, for reference.
Four different profiles will be presented and discussed:
1) total school responses; 2) of schools with grades 10-12 responses;
3) of schools with grades 8-10 responses; and 4) all grade 10 responses
The correct responses were determined and scored on the basis of
factual statement from the content areas which constitutes about 90%
of the items, and the research expected responses with regard to
objectives of the school environment and self-confidence.
Responses of all Sampled Schools
The questionnaire was administered to 526 students in six
schools. Figure 2 below presents the percentage of correct responses
to items associated with each of the nine objectives for all of the
sampled schools together.
This figurd reveals the general pattern found in all of the
profiles. Except for objective 5 (vocational education), with a
mean of 25.8%, all responses fall within a range of 63.5% to 78.7%,
with a mean score of 68.5%, and a median of 67.3%. The scores for
those objectives related to academic subjects were appreciably higher
except for science and mathematics than those for the nonacademic.
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Figure 2*
Mean Percentage Correct Responses to Nine Objectives
tor A 1 1 School
s
Objectives
‘numbed only
9 fi9Ur6S (3> 4 ’ 5 & 6) °*3J ectives are indicated by
objectives. The vocational education objective does not really fit in
the academic and nonacademic categories, therefore, the data from this
objective will not be included in the data tables throughout the profile
of pattern analysis.
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Academi
c
Score
2 . Indian history 70.0%
3. Buddhi sm 68.4
4. Tibetan Culture 78.7
6
. Science and math 63.5
9. Language 71.5
Nonacademic Score
1. Current Events 64.2%
7. School environment 64.4
8
. Self-confidence 67.3
Thus, the figure 2, response of the entire sampled students
to nine objectives establishes a pattern of profile that follows the
subsequent analysis of the response patterns. The response range
of 60 to 80 percentage correct responses is likely to be interpreted
as high and respected percentage marks in the India context.
Responses of Schools with Grades 10-12
Figure 3 presents the combined responses of the three schools
(2, 4, and 5) with grade levels 10-12, for each of the nine
objectives. This figure shows an almost identical pattern to
figure 2 .
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Figure 3
Mean Percent Correct Responses to Nine Objectivesfor School s 2, 4, and 5
(Grades 10, 11
, 12)
percentile
The objective about Tibetan culture (4) received the highest score, and
the vocational education (5) objective, the lowest. Again excluding
objective 5, the responses range between 64.3% and 81.9%, a 17.6%
difference. Both the highest and lowest scores in figure 3 are slightly
greater than in figure 2. The mean score for all objectives is 71.4%,
with a median of 67.5. Scores for academic subjects were again higher
than those for nonacademic objectives:
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Academic Score Nonacademi Score
2. Indian history 77 7°/ 1 r
3- Buddhism 75 o
Current events 64.3%
4. Tibetan culture 81*9 r c
C
^° environi"ent 64.8
6- Science and math 66*0 Self_confldence 67.5
9. Language 73^
Figure 3 reports scores of three schools in the l 0+2 program
which is clearly indicated by increase response in the academic
Objectives, but scores of nonacademic objectives remained unchanged.
It seems to suggest that the course of study is not helping to
improve the knowledge of current events, students' self-confidence
and their perception of the school.
Responses of Schools with Grades 8-10
Figure 4 gives the combined scores for the three schools
(1, 3, and 6) with grade levels from 8 to 10. These scores are
comparatively lower than the first two previous figures for all
objectives. It also diverges from the pattern of higher scores
for academic objectives and lower ones in nonacademic objectives.
Figure 4, measuring the lower grade levels, shows lower scores than
the two other figures, probably because of less years of schooling.
The scores ranged from a high of 75.5% to a low of 61% (excluding
objective 5), with a mean score of 65.6% and a median of 64.1%.
In this profile, the objective on vocational education
received a score which is 4% higher than that of figure 2, and 8%
higher than that of figure 3 because these courses were not taken
after grade ten. The objectives concerned with academic subjects had
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Figure 4
Mean Percent
Percentile
Correct Responses to Nine Objectivesfor Schools 1
, 3, and 6
(Grades 8, 9, 10)
significantly lower scores, especially in language, than in the
preceding two figures; whereas nonacademic objectives maintained a
pattern very similar to the previou
Academi
c
Score
2. Indian history 66.6%
3. Buddhi sm 61.4
4. Tibetan culture 75.5
6. Science and math 61.0
9. Language 64.9
ones:
Nonacademi
c
Score
1 . Current events 64.1%
7. School environment 64.0
8. Sel f-confidence 67.0
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m these tower grade levels (grades 8, 9, and 10 ) among the
four different profile analysis there is hardly any discernable
differences between scores of academic and nonacademic objectives. It
seems to mean that students make progress in their course of academic
studies, but this "progress" has no impact positively or negatively
on the nonacademic objectives.
All Grade 10 Responses
Figure 5 presents the scores for all of the grade 10 students
in the six schools together. Again, it reveals the same pattern as
all the preceding discussions. The highest score is 76.8% and the
lowest, 64%, excluding objective 5. The mean score is 68%, and the
median, 65.6%.
Figure 5
Mean Percent Correct Responses for Nine Objectives
for All Grade 10 Students
Percenti le
Objectives
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Also, academic objectives
nonacademic ones:
again receive higher scores than the
Academic Score
2 . Indian history 65.8%
3- Buddhism 79.4
4. Tibetan culture 76.8
6
. Science and math 64.6
9. Language 7/0
Nonacademi
c
Score
1 . Current events 65.6%
7. School environment 65.4
8 . Sel f-confidence 64.0
The grade 10 data above eliminates the grade level variable, but it
makes no difference to scores of nonacademic objectives. It makes
some selected increases in the response to academic objectives. So
figure 5 suggests a moderate and selected indication of progressively
higher scores in academic objectives.
Table 2 below summarizes the number of students in each profile,
the means, medians, and range of scores, and distribution in percent
correct responses.
Table 2
Summary of Profiles of Response Patterns in Figures 2 through 5
Figures # students Mean Median
Range
Low High Difference
1. All schools 526 68.5 67.5 63.5 78.
7
1 5 2
2. Grades 10/12 232 71.4 67.5 64.3 81.9 17 6
3. Grades 8/10 290 65.6 64.1 61.0 75.5 14 5
4. All grade 10 128 68.0 65.6 64.0 76.8 12.8
The table above brings forth the number of students, the mean and
median scores, and the highest and lowest percentage in each figure
presented previously. It provides the reader with a summary of main points
in the discussion of profile of student response patterns. The
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Objective (5) about vocational education is not included in the
tables because it does not really fit into categories of academic
and nonacademic objectives.
The last figure for this section, figure 6, with all four
profiles of student responses drawn together, illustrates clearly
that great similarities and very little differences related to the
number of years in school and to the type of objective (academic
subjects and nonacademic subjects.
Figure 6
Superimposition of figures 2 through 5
Percenti 1
e
Objecti ves
Key:
©
X
o o -
All schools
Grades 10-12
Grades 8-10
All grade 10o
151
Four figures (2-5) shows that there is no difference between
students in grades 8-10 and those in grades 10-12 in terms of their
responses to nonacademic objectives; that is, the number of years of
schooling does not show any relationship to the students; perceptions-
in fact, these figures suggest that all students look at their schools
in almost identical ways. Generally, these nonacademic objectives
received somewhat lower scores than the academic ones. All groups
of students scored extremely low on the vocational education objective
with the scores from figures 4 and 5 slightly higher than those from
figures 2 and 3. There are two reasons for this extremely low per-
centage in the vocational objective. The first is that there are very
few relations between the items regarding this objective in the
questionnaire and a few vocational courses that they have in these
schools. The second reason is that Tibetan schools have no serious
vocational programs.
On the other hand, for the academic objectives, there are
significant differences which may be due to the number of years of
schooling. For example, schools with the higher grades (figure 3)
score an average of 9.1% higher on these five objectives than do
schools with grades 8-10 (figure 4):
Objecti ve Grades 10-12 Grade 10 Grades 8-10
2. Indian history 73.3% 65.8 66.6%
3. Buddhism 75.5 70.4 61.4
4. Tibetan culture 81.9 76.8 75.5
6. Science and math 66.0 64.6 61.0
9. Language 78.0 71.8 64.9
Mean 74.9 69.9 65.9
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In summary, the following consistent pattern of results emerges
from an analysis of these profiles: 1) scores on academic objectives
are consistently higher than those on nonacdemic objectives; 2) scores
on academic objectives vary significantly depending upon the number
of years of schooling (grade levels), with higher grade levels producing
higher scores; 3) The number of years of schooling does not affect
the students' perceptions of their schools and their own outlook; and
4) all of the schools achieved their highest scores on the objective
on Tibetan culture and tradition. This suggests that Tibetan refugee
schools have a technical view of curriculum. They need to expand the
definition of curriculum to incorporate learning activities that fall
outside of the present centrally prescribed course syllabuses. This
profile of response also suggests that scores of traditional education
objectives are higher to the point of upsetting delicate balance
of tradition and modernity.
School Responses to Each Objective
This section will report and discuss the results of the school
responses to the i terns on the questionnaire grouped by their related
objectives, in order to answer the research question: to what extent
do the Tibetan refugee schools meet the designated objectives?
Although the format presented here is based on the questionnaire data,
additional information from the interviews and observations forms an
integral part of the overall data interpretation. A statement of
each objective and the items designed to assess it are restated here
for the sake of clarity and to discuss individual items when necessary.
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Following the data presentation on each objective, a statement will
be made with regard to the effectiveness of the school program and
its relationship to that objective. It will be recalled that
objectives for Tibetan schools were generated so that a basis for
evaluation could be established.
Objective 1 : Students have an informed awareness of important
events in India and Tibet.
This objective was assessed by asking the following six questions:
1* Has t,1e Dalai Lama ever visited the United States?
2. Did the Chinese Embassy recently issue visas to a group
of Tibetans who wanted to visit Tibet?
3. Is Indira Gandhi a member of the Indian Parliament?
4. Is Charan Singh the Prime Minister of India today?
5. Has Panchen Lama been released from the Chinese prison?
6. Does your school get newspapers?
The assumption has been made that these six questions are widely
representati ve of current events. These are relevant issues to the
Tibetan community in India; therefore, refugee schools must provide
a positive environment in which students can become aware of the
day-to-day happenings in their surroundings. In other words, if
students know the correct answers to these questions it is assumed
that the school curriculum is attending to current events. The
researcher recognizes that other questions could have been included,
but the number of questions for each objective have to be limited in
order to cover all nine objectives and to complete the administration
of the questionnaire within a class period of 40 minutes.
Figure 7
Objective 1: Current Events
Mean Percent Correct Responses for each School
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Percentile
School
s
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Figure / illustrates the responses of the six sampled schools
to the items in the current events objective. The percentage of
correct responses represents the mean score on these six individual
questions. The item scores range from 62.12 to 69.42, with a mean
of 64.2. In an item by item analysis, there appears to be no
recognizable pattern. All students are well aware of the Dalai Lama's
Visit to the United States, the first question; School 5 scored 1002
on this item, while schools 2 and 6 scored 91.62, the lowest score.
All schools scored low, with wide variance, on questions 2 and 3.
All schools do uniformly well on the fourth question. The fifth
question, thought to be of major interest to Tibetans, was perceived
in different ways by the students. In the interview, it was discovered
that there were certain disagreements about this question. Contrary
to the Chinese publicity of the Panchen Lama's release from prison,
many students believe that Tibet itself is a Chinese prison, and
therefore, that Panchen Lama remains in prison until he can leave
Tibet. The responses to the last question on newspapers indicate
that all schools subscribe to some newspapers. Students know about
the existence of newspapers: Schools 1, 4, and 5 have libraries
where students may go to read them; students in schools 2, 3, and 6
reported in the interviews that it is difficult to obtain newspapers
to read since they are for the staff and teachers.
The effectiveness of the refugee schools as a whole in terms
of delivering current events information to the students is very
doubtful at best because there is no regular session about current
events. The pedagogical approach strictly follows textbooks which
156
have very little relevant information about current events. This
researcher did not observe any course that had relevance to, or a
semblance of current events. It is probably not so much negligence or
failure on the part of the administration, but rather a disagreement
about the nature of education and teaching. Tibetan school authorities
seem to suggest that anything less than textbook and classroom dis-
course is not in the nature of "good" education. At best, current
events appear to be viewed as an extracurricular activity in these
schools.
However, some schools do have bulletin boards where newspaper
clippings are posted and quotes about important events are written.
A few schools have special weekly evening sessions where political
issues and current events are discussed. In School 1, there is
newspaper reading and discussion of the day's events during the
morning assembly. When students are asked where and how they get
news, the usual response is that some Tibetan teachers give reports
every now and then in the classroom. As a politically-oppressed
refugee people, Tibetans are generally politically aware and well-
informed, but it seems that the refugee schools are contributing
very little to the achievement of this objective.
Objective 2: Students become knowledgeable about the history
and geography of the host country.
Objective 2 relates to a core subject that Tibetan students
study in their schools as a modern aspect of the curriculum. Indian
history and geography appear on the school terminal examination.
Textbooks on ancient, medieval
,
and modern India were freguently
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Figure 8
Objective 2: Indian History and Geoography
Mean percent of correct Responses for each School
School
s
i
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mentioned in the interviews. Ail of the fo, lowing individual items
from the questionnaire measure, to a certain degree, student
comprehension of Indian history.
Is Hindi the official national language of India?
2. Was Akbar of the Moghul dynasty a Moslem ruler in
India?
3. Is Sikkim a kingdom today?
4. Was Jawaharlal Nehru the first Prime Minister of
India?
5. Is Indira Gandhi a relative of Mahatma Gandhi?
6. Was M. A. Jlinnah a disciple of Mahatma Gandhi?
Figure 7 presents the schools* responses to Objective 2, India
history and geography. The scores for this objective range from
60.77, to 79.9%, with a mean of 70.0% for all schools. Concerning
the item by item analysis, the contents of questions two (on the
Moghul dynasty) and four (on Nehru's being the first Prime Minister)
are widely studied in all schools in India: they are, in fact, classic
textbook material. Students in all schools responded with extremely
high scores to these questions. Question 1 about the language issue
is a complicated matter in a country like India with its myriad
languages. The legal and technical perspective on the language
problem are different from the political and emotional approach and
understanding. Hindi was proclaimed the official national language
some ten years ago, but people from non-Hindi-speaking regions
would not readily accept and acknowledge its status. On the language
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item Tibetan schools located in the Hindi-speaking areas had higher
scores than the schools in non-Hindi-speaking areas, although all
Tibetan schools are run by the central government of India. Regarding
question 3 on Sikkim, that country was a kingdom until very recently,
but the king was voted out and the country became part of India in
1977. It is not clear if this subject is treated in the textbooks.
Predictably, school 5, located next door to Sikkim, had the highest
score (94.51) on this question, and school 6, the farthest from
Sikkim, recorded a rather low (53%) score.
Questions 5 and 6 are somewhat tricky from an outsider's per-
spective. Whether Mrs. Gandhi is a relative of, or M. A. Jinnah a
disciple of. Mahatma Gandhi, are not such vital issues to the
people of India as they seem to people in the West. In the modern
Indian history books, Jinnah is treated as an influential person in
the struggle for independence, but as a collaborator with the colonial
powers. Although Jinnah' s name appears in the school textbooks as
a challenger to Gandhi, the students made consistently low scores
on this question (School 1: 29.3%; 2: 36%; 3: 60. 7%; 4: 51.9%;
5: 60.4% and 6: 50.8%).
Objective 2 is an integral part of the students' curriculum, a
modern subject. Both the observations and the interviews confirm
that students learn much about history and geography within the
confines of the school textbook. Opportunities for reading aside
from textbooks are very limited in the Tibetan schools. This has
a great deal to do with the school environment and the nature of the
teaching there.
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Schools 4 and 5, with grades from 1-12, did well in this
Objective, with higher scores than the rest of the schools. Taking
grade levels into consideration, school 2 performed rather poorly for
schools with grade 12, and school 3 did somewhat better than the
others, for grade 10 schools. The general observation is that Tibetan
schools are doing well on this objective, and the scores can be
used to differentiate between different levels of schooling.
Objective 3 : Students understand and practice Buddhism.
In order to understand how well Tibetan schools are inculcating
Buddhism, six rather philosophical questions were administered to the
students, as follows:
1- Do all Buddhists seek refuge in the triple gem?
2. Are Tibetans Hinayanists («a^‘ab^)?
3. Are suffering, the cause of suffering, the cessation
of suffering, and liberation from suffering the four
noble truths?
4. Did Gautama Buddha create the universe?
5. Was Milarepa a celibate monk of Gelukpa?
6. Is it true that Nirvana is a condition where all hate,
all desire, and all illusion are extinguished?
As depicted in figure 9, the percentage of correct responses
to Objective 3 displays rather dispersed scores, with a mean of 68.4%
and a range from 56.9% (School 3) to 80.6% (School 4). Two of the
school s--School s 4 and 5, with higher grades--had comparatively higher
scores than the others. In the individual question analysis, the
percentages of correct responses are generally high, with the exception
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Figure 9
Objective 3: Buddhism
Mean Percent Correct Responses for each School
Percentile
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Of the Milarepa question, which had extremely low (48%) scores for
all schools. The mean for Objective 3 increases significantly (to
76.4%) when computed by eliminating this single question.
The researcher encountered a number of technical linguistic
problems with the above questions that need to be reported here.
Questions 3 and 6 are phrased in too complex a way for the level of
the students' comprehension of English; many students requested that
they be translated into Tibetan. In addition, concepts like "triple
9em," "Hinayanists,"
"cessation," and "Nirvana" presented comprehension
problems for the students. The obvious explanation for this is that
Tibetan students study Buddhism in Tibetan language with monks who
know hardly any English, and who have different interpretations of
Buddhism as well. This factor should have been taken into consideration
in the planning of the instrument.
O bjective 4 : Students make efforts to learn about Tibetan culture
and traditions.
Culture" may be broadly defined as human experience, activity,
and interaction. Combining it with "tradition," one could speak of
"cultural continuity." That is precisely what Tibetans hope to do in
their schools. The following six questions attempt to measure
students' knowledge of Tibetan cultural continuity:
1. Does Tibetan tradition say that our original ancestors
were a monkey and a rock ogress?
2. Do you agree that Tibet was known as a religious society
before the Chinese occupation?
3. Was Buddhism brought to Tibet in the 10th century?
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Figure 10
Objective 4: Tibetan Culture and Traditions
Mean Percent Correct Responses for each School
Percentile
School
s
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4. Was Tibet a very traditional society before 1950?
5. Do monks celebrate MONLAM
) festival?
6. Was Uncle Tongpa a monk?
FigurelO presents students' responses to this objective, Tibetan
culture and traditions, for each of the schools. Objective 4
succeeded m producing the highest mean score, 78.7%; unlike the
objective on Buddhism, the range is relatively narrow (73% to 86.4%).
In the discussion on response profiles in the preceding section, it
was clearly shown that this objective received consistently higher
scores than any other objective.
Examining the individual items, all of the questions had
consistently high scores, except for one: the correct answer to
question 3, on Buddhism coming to Tibet in the 10th century, should
be "no," since Buddhism came to Tibet in the 7th century. The mean
score for all schools on this question is 51.3% (School 1: 42.5%;
2. 45.3%, 3. 30.0%; 4: 64.1%; 5: 72.0%; and 6: 54.0%). The other
five individual questions score well above 75%, with most above 90%.
For example, correct responses to the item 5, MONLAM festival, are
(School 1: 97.2%; 2: 100%; 3: 93.9%; 4: 98.3%; 5: 94.7%; and 6: 92.9%).
Objectives 3 and 4 encompass Buddhism and Tibetan cul ture and
traditions. They represent the traditional side of the curriculum
for the Tibetan refugee schools. In order to be specific, two
separate objectives were generated; but in fact they are interdependent
as far as textbooks and teaching in these schools are concerned.
Therefore, the statistical information on each of these objectives
are briefly treated and now their combined effectiveness will be
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evaluated together in the broader political context of Tibetan
schools. After all, the research question was directed at finding
out how well Tibetan schools meet the objectives. These schools
were inaugurated with the avowed goal of providing an education
balanced between the traditional and the modern. Buddhism and Tibetan
culture and traditions make up the former aspect of that goal.
From the outset, Tibetan refugees under the leadership of the
Dalai Lama placed top priority on their education, their proposals
for education were extremely radical in the light of what the old
Tibet used to offer. As Nowak says:
. . . the very notion of modern classroom instruction,
complete with textbooks and a general course of studies,
represents a radical departure from the traditional
educational system in Tibet, where an emphasis on the
written language, particularly its calligraphy, dominated
all secular schooling. (1978, pp. 69 & 70)
At the time of the schools' formation in the early I960 1 s
,
Tibetans established a teacher training institute where two groups
of over fifty monks were successfully trained to be future teachers
of Buddhism, Tibetan culture and language. Around the same time,
a series of graded textbooks was produced by a high-powered committee
whose members, including three people from the Council for Religious
Affairs, were representatives of the various sects within Buddhism.
Also, a few books were written by lay scholars.
It was expected that such a series of books could be used not
only to instruct students in Buddhism and traditional culture, but
also to systematically attempt to shape a more cohesive group
identity for the exiles. In the past, Tibet had experienced problems
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Of regionalism, dialect differences, and, above all, sectarianism.
Today, Tibetan schools have produced a generation of youth among
whom regionalism, differences in dialects, and sectarian approaches
are practically non-existent. By teaching the Lhasa (central Tibet)
dialect as the standard Tibetan for all refugee children, the schools
are consciously setting out to produce a younger generation learning
to put their national identity ahead of regionalism. In contrast to
past spiritual endeavors and sectarianism, Buddhism today serves the
unique cultural and political ideals of Tibetans.
However, a school must aim not only to solve past problems,
but also, concomitantly, to produce the leadership required by the
community of refugees. It is in this area that the Tibetan refugee
schools have an abundance of shortcomings. Regardless of the
innovations mentioned earlier (graded textbooks, teacher training,
and a wide variety of courses), the pedagogical approach remains
basically the same as in old Tibet; responsibility for teaching
Tibetan language. Buddhism, Tibetan history and culture still lies
in the hands of the monk-teachers. In the standard pedagogical
method, a teacher talks, lectures, reads from books, and then may ask
students a few questions. In these schools, learning takes place
in a very passive way, student participation and initiative being
alien to this process. Rigidity and uniformity are the rule without
exception. Nowak (1978) reports that the teaching method used in
the schools shows probably the least degree of change from traditional
practice of any of the school features. During some 48 hours of
observations in over twenty classrooms, in only one class did the
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Present researcher see an unusua! teacher who asked whether students
had any questions! Otherwise the researcher uniform observed that
the teachers are doing the same thing: writing on the blackboard;
lecture or reading from the textbooks. One school organized Saturday
afternoon club activities. The researcher attended the Tibetan club,
in which three teachers talked and taught together, with no active
student participation. When this researcher asked by it was a "club"
instead of a "class," the response was that they didn't teach from
books. This revealing response is one example that suggests the so-
called innovations, mentioned above, have taken place in name only,
without substantive implementation.
The pedagogical method is reinforced through a variety of
penalities and punishments. Corporal punishment as a disciplinary
measure is still a fact of life in these schools, although it is
definitely less severe than it was in the past. Nowak (1978) comments
at length on the harsh punishments, especially the use of "shame"
methods. In one class, she observed a teacher chastize students who
did not do well in a test by having chalk zeroes drawn on their
forehead. The present writer is quite familiar with the rigid
disciplinary codes and occasional beatings, but he has not experienced
direct observation about the so-called "shame" methods. He has obtained
a rule book from a Tibetan school which seems to confirm the Nowak
observations. The rule book has twenty articles stating what students
may and may not do. This book mentions recording the students' non-
compliance in a black book as the ultimate threat. One especially
interesting, if not amusing, article corroborates Nowak's point, statinc
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In accordance with the 1976 Dolirv d-Ur^-t-r-h -p
government no students may indulge ?n drinki™^^
ri^fi "t
l^nthat thst ”2la!ed,
thl h ?•
firs time, 500 prostrations are required bvthe delinquent in front of the student assembl^inthe prayer room. If the student is caught a second time
of^nn
°f offerin 9 of 100 butter lamps and a punishment300 prostrations are required. For the third
violation by the same person, the discip inary measurewill be an offering of 100 lamps and tea iC the Inti reschool (translated by the researcher from a rule book).
An evaluation of objectives 3 and 4 together reveals both
positive and negative aspects. On the one hand, scores are rather high.
Much of the innovation in refugee education went into accomplishment
of these objectives, and graduates of Tibetan schools are well-informed
with respect to subjects like Buddhism, Tibetan history and culture.
Above all, these schools have educated a new generation to inspire
Tibetan national solidarity and independence in contrast to the
fragmentation of the past. Yet, on the other hand, Tibetan schools
still have remnants of the old feudal mode of pedagogy and discipline,
testifying to a lack of real overhaul or change in the system as
initially conceived. Buddhism, Tibetan history and literature are
taught in the allocated periods for Tibetan language, which is the
only legitimate Tibetan subject in the central schools; these subjects
do not appear in the school terminal examination, as do the others.
Thus far, Tibetan teachers have not constructed viable instruments to
measure their achievements. Another shortcoming is that Buddhism has
not produced compassion, peace and happiness in the hearts and minds
of the young people. One officer of the Council for Tibetan Education
said that modern youth think education will automatically bring a
good job; when this does not happen, they become disappointed. Unlike
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Tibetans of the older generation, who may have been poorly educated
but who were content with their lives, many young people today are
dissatisfied and unhappy. The study of Buddhism does not seem to help
remedy this alienated situation. However, an inquiry into the impact
of Buddhist studies upon the current dissatisfaction and unhappiness
of Tibetan students might be a worthwhile effort.
Ofjective 5: Students acquire vocational training.
The results for this objective are a manifestation of the
schools' attempts to integrate vocational education into the academic
program. The vocational training is especially significant because of
the introduction of the 10+2 program, which purports to teach students
skills that will enable them to obtain employment when they leave
school. It was known in advance that there were a number of vocational
courses in these schools; however, the researcher was interested in
exploring the relationship between the refugee industries, the
practical aspects of refugee life, and the school program. The
following questions were asked about this objective:
1. Does this school teach you how to cook?
2. Can you learn typing in the school?
3. Does this school teach you how to make carpets?
4. Do you take any handicaraft courses?
Again, the vocational education issue becomes more meaningful
in the context of the new educational program in India and the Tibetan
refugee schools, and its intent. The researcher interviewed four
school principals and held discussions with a number of well-informed
Figure 1
1
Objective 5: Vocational Education
Mean Percent Correct Responses for each School
Percentile
School
s
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senior teachers with regard to their experience with the 10+2 scheme
in the Tibetan schools. Among other practical goals, this scheme
was envisioned to offer a combination of academic subjects and an
accelerated vocational education. It calls for the industrial and
business community to contribute to vocational training and help finance
the program. The 10+2 scheme has been introduced in the refugee
schools in 1977, but the vocational aspects have yet to be manifested,
and there is no plan for implementing them in the foreseeable future.
The principals complained about the absence of any practical training
under the old system. They defended the intent of the new scheme as
offering both academic and practical skills to each individual student,
so that he or she has the choice whether to pursue a college degree
or a practical career for productive living. This contention is
supported in the article, "New Pattern of Education," by Dr. Vinay K.
Jain and Father A. Puthumana, as follows:
The current transformation in the education system in the
country, now known as the ( 1 0+2 ) +3 system, envisages a
major change in the school education (10+2). It is hoped
that the new pattern of education will enable students of
the 9th and 10th standards. . . to become enough career-
conscious to be able to choose an area of "work experience."
Such "work experience" may form a basis for further studies
or even a practical career for productive living in a
significant number of cases.
Following two years of school educaton, 11th and 12th,
the expectati ons are even more demanding. . . they are
expected to select courses of their interest, aptitude
and potential keeping also in mind the kind of competition
they would face due to the constraint that about 50% of
them would have to find productive careers. . . (Con sumer ,
August 1979, p. 1)
An official report from one of the Tibetan schools analyzes
the new scheme in a different light, to suit their existing program,
commenting as follows:
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In 1976, the government of India introduced a new
educational scheme called '‘10+2+3" and this wasimplemented in our school in 1977. All the children
oTcOTVnS Slt a b° ard examination ^ the end°t Uass 10 and according to the results, the studentswiH then be screened. This means that the students
who have done their examinations well will continue inthe academic ine, and the others will be admitted intohe vocational training. A good number of children
remain in school until the completion of Class 12 butthe need for expanding our vocational training schemeis now essential. We are stressing to our children theimportance of learning a vocation, and that a degree is
not the only means of self-sufficiency. (Tibetan Homes
Foundation Report
, 1975, 1976, & 1977, p.~5)
It is clear that the trend is to emphasize vocational education
as part of the overall economic and education plan of India. Apart
from the aspect of vocational training, the new scheme of 10+2, under
the present conditions in Tibetan schools, contains two important
differences from the old system: students have to take two national
examinations instead of one; and students need to spend one more year
in the school.
As far as a "hobby" type of vocation is concerned, students
study art from grades one to five. Between grades six and ten, a number
of courses are offered, such as woodcraft, carpentry, sewing, knitting,
embroidery, needlework, crocheting and stitching. Each school offers
three to four 40-minute periods a week in these subjects; however, a
student may take only one course each year. These courses are also
divided along traditional gender lines: knitting for girls and
carpentry for boys, for example. Other types of vocation will be
analyzed later.
As figure 11, the students' responses to Objective 5, vocational
education, for all schools, demonstrates. _,are exceptionally
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low, with a mean of 25.8%, and a range of 13.1% to 40.9%. Students
in these schools help with cooking preparations and cleaning, but that
did not show up on the scores, presumably because it is not viewed
as a subject taught in school. It also must bring to the readers'
attention that the questions are stated, "Does your school teach.
.
11
instead of "Do you know.
. When asked in the interview, "Do you know
how to cook?", most students gave a positive response.
Schools 1 and 4 stand out on this objective. The students to
whom the questionnaire was administered do not participate in carpet-
making, nor do they take a typing course, but their higher scores on
these questions reflect the overall program of their schools. School 1
is set up as a home environment for children of varying ages, with
surrogate parents; they share housework as an integral part of the
school program. Moreover, although it is separate from the academic
program, this school has a very impressive program of art, carpet
weaving, and tailoring. This school is managed entirely by Tibetans.
In the case of School 4, the central school has students from the
Homes Foundation as well as its own. The Homes part is run by Tibetans
with individual homes and foster parents where children work, play and
live together. Their students are sent to the central school, but they
have a separate vocational program. In a report on this school, the
vocational education program is listed as comprising 7 years' training
in Tibetan art; 3 years' training in tailoring; 3 years' training in
Tibetan apron weaving; 3 years in Tibetan carpet weaving; and 3 years
in plumbing, carpentry, welding and electrical workshops. The researcher
visited some of these programs. Students in vocational training have
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about 3 hours per day of classes in Tibetan, English, and mathematics.
They are not only acquiring a good vocation, but are also earning a
substantial income for these two institutions (school 1 and.taespart
of school 4)
.
The vocational aspects of the program in the rest of the schools
amount to no more than learning a skilled hobby. The new 10+2 program
in fact has decreased the extent of vocational education, because
students do not take any crafts courses after grade 10. Only two schools
(1 and 4) provide a practical vocation to students who are disinclined
to work towards an academic degree. Unfortunately, the vocational
education program in these two schools (Schools 1 and 4) are separate
from the formal school program.
O bjective 6 : Students acquire knowledge and skills in science
and mathematics.
The questionnaire items for objective 6 try to assess both the
science and mathematics programs in the Tibetan schools. (They are
two separate subjects in the school terminal examination.) The students
study physics, chemistry, biology and mathematics of all sorts. In
order to get a sense of the students' general comprehension of science
and math, nine questions were asked, as follows:
1. Does the moon go around the sun?
2. Does the moon also go around the earth?
3. Is the sun very, very hot?
4. Has Russia landed on the moon?
5. 500 x 50 - 25,000?
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Figure 12
Objective 6: Science and Mathematics
Mean Percent Correct Responses for each School
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6. 50 x 0 = 50?
7. 20% of 100 = 20?
8. 40 -h 1/2 is 20?
9. 50% of 40 is 20?
The problems that Tibetan students seem to have in science and
math is a serious topic that is discussed in Tibetan schools and
communities. It is a fact that very few students take up science or
math in the colleges and universities. Furthermore, there is no agreed
upon explanation of the root of the problem.
Figure 12 presents the mean scores for all schools on this
objective. The range of scores is relatively narrow, from 59.7% to
70.7%, with a mean of 63.5%. School 4 has science major students in
grades 11 and 12, but the results do not particularly reflect it,
although its score of 70.7% is the highest of all. In general, all
students scored much higher on the math questions than on the science
ones, except for the science question dealing with the sun’s temprature
which produced extremely high scores (1: 97.2%, 2: 96.7%; 3: 97.1%;
4: 97.4%; 5: 100%, and 6: 85.7%, respecti vely
,
for schools 1-6).
In all Tibetan schools, the method of teaching science courses
is based solely upon the textbook. Science laboratories barely exist.
There is no technological or practical side to the science curriculum.
When suggestions are offered to administrators concerning the lack of
science facilities, the usual response given involves financial
implications. Two years ago, a team of investigators visited the
Tibetan schools; their report recommended updating the teaching methods
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and science labs, as well as more science periods. While Schools 2, 4,
and 5 have the +2 program, only School 4 accepts science students.
Science students total 13.5% of the 192 students in the +2 program.
Before undertaking the field study, the researcher was advised
that the connection between this objective and its questions was a weak
one. For example, one science teacher pointed out that the science
questions all deal with only one subject, astronomy. Consequently,
the investigator attempted to take extra steps to assess the science and
math programs and to understand the problems associated with them.
Specifically, science and math teachers and students were sought out for
interviews and informal discussions, in order to find out why there have
been very few graduate students in science and math.
The general response of students was that science and math are
hard, and that the English, the medium of instruction, is a problem.
Most of the students also said that they liked the science and math
courses. I would like to become a doctor" is a frequent comment by
interviewed students.
The science teachers' responses differed according to whether
they were Tibetan or non-Tibetan. No non-Tibetan teachers ever said that
students could not learn science and math. They have a host of reasons
which will shortly be discussed to explain the cause of the problem.
But the Tibetan teachers seemed resigned to the idea that Tibetans
have an inherent weakness in working with science and mathematical
precision. They frequently mentioned culture, environment, and genetics
as factors to be considered. Their perceptions are based on the fact
that there have been very few Tibetan students who obtained their college
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degrees in science in the past twenty years. The overwhelming majority
of college degrees have been in liberal arts subjects like history.
English, political science and economics. One science teacher reported
that he and two other Tibetans had enrolled in a college to study science,
but that the other two dropped out. A sizeable number of Tibetan students
go to good Catholic schools in India, but they have, judging from the
number of science graduates, not done significantly better in science and
math than Tibetan students in the refugee schools.
An Englishman who taught science and math in London as well as in
south India, who presently teaches in a Tibetan school, said, "Rubbish!
It has nothing whatsoever to do with the students' intelligence or
genetics. I taught in poor areas of London, and in one of the best
schools in south India, and I do not see any difference between the
Tibetan students here and the others." He said that physics, chemistry,
biology and math rely heavily on memory, and contends that Tibetans are
good in memorization. He suggested that the reason that there are so
few Tibetan science graduates today is that these students started school
when they were older. He predicted that there will be more and more
Tibetan science students in the future since the present students are
trained in science and math at a much younger age. Also, he said that
he has up to 100 students in his science club. Finally, he mentioned
that the Tibetan schools need more technically-minded staff.
Another science teacher, an Indian, said that Tibetan students
do well in science and math classes, but have no support system for
these subjects, as they do with Buddhism and other subjects. This would
make all the differences and thus explain the problem. A number of
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Indian science teachers also agree with the position that students*
intelligence has no bearing upon this problem. They suggest that there
are no science job opportunities in the Tibetan communities, and
that Tibetan schools have no guidance counseling, and therefore there
have been few students in the science classes, and even fewer science
graduates.
Nevertheless, all sampled schools have science and math courses.
Students start these courses in their early age. The science courses
include biology, chemistry and physics, and math includes arithmetic,
geometry, algebra and calculus. These two subjects are considered
paramount importance and the integral part of their program. Both the
schools and students take them very serious in pursuing the study of
science and math. Yet the result has been very disappointing. Very
few students went on to science and math studies in the colleges and
universities. In the sixties some vocational schools for Tibetan refugees
were opened but all of them were closed. The question is why and what
is the problem. There is no general agreement on the nature and cause
of the problem. A number of problems and different perspectives on each
of them were presented in the preceding discussion. Therefore, the
findings of the present study indicates a need for additional study with
regard to identifying the nature of problems in science and math, and
ways to improve the existing program.
Objective 7: Students perceive the school environment in a positive way.
Whereas outside observers described Tibetan schools as unique,
positive, and close-knit communities, none of these terms, actually.
ISO
Figure 13
Objective 7: School Environment
Mean Percent Correct Responses for each School
Percentile
School
s
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reflect the opinions currently held by students who are inside the
institutions. It is interesting to consider how students perceive
their environment, and seven questions were developed to try to measure
how students view their own schools. Four of them were taken from
Dr. R. Sinclair's "Elementary School Environment Survey" (1969), revised
to suit the Tibetan situation. Three questions were added to assess
how students evaluate their own school in comparison to other schools.
The questions are:
1. Are the people in this school friendly?
2. Do many teachers try hard to help students?
3. Do you talk to teachers about your personal problems?
4. Do students do their homework together?
5. Do students always obey school rules?
6. If you had a choice, would you prefer to go to an
English-speaking school?
7. If you had a choice, would you like to transfer to
another Tibetan school?
In general, students in the six sampled schools seem to perceive
their environment in the same way. As Figure 13 shows, students'
responses to Objective 7, school environment, for all schools which
indicates the range of responses is from 58.6% (school 5) to 68.9%
(school 2), with a mean score of 64.4%. This character!' sti cs similarity
of student perceptions of the school environment among the Tibetan
schools may be attributed to their being run by a centralized agency.
Ninety percent or more of the students find people to be friendly
(Question 1), except for school 3(78%). Again, all schools except
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for 3 and 5 respond that their teachers are very helpful, with scores
over 90%; scores for schools 3 and 5 are 76.5% and 72.4%, respectively.
The scores for the next three questions (talking over problems with
teachers, doing homework together, and obeying school rules) are
relatively low, and have high variances. It should be noted that doing
homework together is considered as less desirable behavior. The last
two questions, on preferring an English-speaking school, or trans-
ferring to another Tibetan school, received scores of 74% and 49%,
respectively, suggesting that three- fourths of the students want to go
to an English-speaking school and about half of them do not want to
stay in their own school.
Thus, all of the students seem to feel people are friendly,
teachers are helpful and accessible for discussions of personal problems.
Yet the responses to the last two questions seem to contradict this
positive picture. Given an opportunity, the overwhelming majority of
students would transfer to an English-speaking school, and about half
would not stay in their own school. However, for all students in
School 1, and about half in School 4, the special home-like environment
in which they live and study did seem to make a difference in their
responses. Also, School 2 consistently scored the highest in the first
five questions, and lowest in the last two. This suggests students
perceive that teachers are on their side in contrast to the school
administration and physical environment of the school. The school
description pointed out that School 2 has a deteriorati ng condition to
which student response seems to confirm.
183
In regard to the school environment, it should be mentioned
that almost all of the refugee students have never had the opportunity
to live in a proper home, nor have they had any experience of other
schools. Many of them are orphans, and five of the sampled schools are
residential, so the students live and study there. All in all, the
picture portrayed by these responses indicates that the school environ-
ment is not nearly so pleasant or positive for the students as the
literature usually describes it.
Objective 8 : Students develop self-confidence
A refugee is the epitome of a person in transit, uprooted from
the soil of his traditional life, confronting contradi ctory ideologies,
institutions, and cultures. He is in an ambiguous situation, as Nowak
says, living in a state of political and psychological limbo (1978,
in Abstract and p. 3). Since refugees experience difficult circumstances
in their lives, the education which they receive must be designed to
build upon their confidence in themselves as individuals and as
representat i ves of a distinctive culture. Self-confidence is a
psychological concept which is difficult to define and even more
difficult to measure. Nevertheless, three equally ambiguous and self-
directed questions were administered with the hope of obtaining a
comparison among the students of the six different schools, as follows:
1. Do you think you can become anything you want?
2. Do you agree that foreigners are better than Tibetans?
3. Is Buddhism better than Christianity?
Figure 14
Objective 8: Self-Confidence
Mean Percent Correct Responses for each School
Percentile
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Figure 14 presents the responses to objective 9, self-confidence,
for all schools. Whatever the merit may be in setting up such an
objective and trying to measure it, the responses from this large sample
of stuents offer yet another clue to the strikingly similar conditions
perpetuated by all of the Tibetan schools. The scores show a generally
low self-confidence among all students. The mean score is 67.3%, with
a very narrow range of response, from 64.3% to 68.6%. This also supports
the general finding for all nonacademic objectives of great similarity
among the schools, with variables such as number of years of schooling
having no effect. The scores on all three questions were about the
same for all schools, with no recognizable pattern emerging. Few students
put down an equal mark (*-» ) in answers to "foreigners are better" and
"Buddhism is better" questions. In the interviews, students tended to
elaborate their position on the question of "foreigners being better
than Tibetans". A foreigner, to them, refers to a Western person with
much knowledge of science and technology. While Western foreigners are
considered "better," foreigners like Nepalese and Indians, etc., were
not.
Objective 9 : Students acquire a functional ability to speak and
write Tibetan, English and Hindi.
The policy in the Tibetan refugee schools is that it is compulsory
for students to study three languages: English, Tibetan, and Hindi.
English was adopted as the medium of instruction; the other two
languages are included for obvious political and emotional reasons.
The language issue has been a controversial and emotional subject much
Figure 15
Objective 9: Language Skills
Mean Percent Correct Responses for each School
Percentile
School
s
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debated in India. This is manifested in the current language policy
in the schools. In addition to the following questionnaire items, the
researcher's interviews and observations form a substantial part of the
data interpreted below:
1. Do you speak English fairly well?
2. Do you speak Hindi?
3. Can you write well in Tibetan?
4. Do you write letters in English?
5. Can you write a letter in Hindi?
As mentioned above, English is the language of instruction
throughout the years of schooling. Hindi is studied from the third to
the eighth grade. After grade 8, the students are offered the option of
electing Tibetan or Hindi for the next four years of school. Tibetan
is the unofficial medium of instruction for traditional Tibetan subjects--
unofficial because there is no policy document stating, for example,
in which language Buddhism should be taught. The qualifying phrases
in the question--"speak Hindi," "speak English fairly well," and "write
Tibetan wel l"--reflect the degree of emphasis and practice in the
schools.
Figure 15 presents the responses to Objective 9 for all schools.
The mean score is 71.5%, with a range from 54.6% (School 6) to 81.6%
(School 2), for all three languages together. In this case, four of
the schools perform better than the other two (Schools 1 and 6). In
general, there is no difference in the amount of time that the three
languages are taught, or the emphasis on them, among the schools;
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however, the number of years of schooling, school location, and the
national background of the school staff were found to be meaningful
variables. For instance, the presence of a large number of Tibetans
in and around a school has a positive influence on the students'
performance in both English and Tibetan, while appearing to reduce the
ability to speak and write Hindi. The opposite case seems to hold true
as well: with very few Tibetan personnel in a given school, the
promotion of the study of Hindi seems to act as a deterrent to the
acquisition of skills in English as well as Tibetan. However, it is
necessary to analyze these data language by language in order to
obtain a clear picture of the language situation in the schools.
Eji£lj_sh. Almost all of the students indicated that they write
letters in English; the scores range from 94.2% to 100%, with a mean
of 97.8% (for Schools 1-6 respectively, the scores are: 98.6%, 93.3%
97. 1%, 100%, 98. 3%.and 94. 2%) . The scores for speaking English are not nearly
so high as for writing it. The mean score is 57.0%, with a range of
38. 2/o to 69. 0%. Schools 2, 4, and 5 (68.3%, 62.6% and 69.0% respectively)
have two more years of schooling, with grade 12 the highest. School 6,
on the other hand, had the lowest score, 38.2%; this school is a day
school located in a refugee camp. The students have no opportunity to
practice English outside the school. Another factor of this school to
be considered is that this school has a non-Tibetan administrator.
Hi ndi
. The responses to the questions on Hindi present a radical
change from the overall pattern of responses to Objective 9. The range
of scores is from 38.9% (School 1) to 91.2% (School 3), with a mean of
64.8%. The school location strongly correlates with the students'
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responses: Schools 1, 2, 3, and 4 are located in Hindi-speaking areas,
with scores of 38.9%, 82.2%, 91.2%, and 61.7%, respectively). Although
School 1 is located in a Hindi-speaking region, it is totally isolated
within a Tibetan environment. Its director mentions this isolation from
the mainstream Tibetan exile community as one of its main disadvantages.
There is only one Indian staff member who teaches Hindi in the Senior
School. School 6, which also had a low score (44%), is located in a
non-Hindi speaking area in South India. School 3, located right in a
Hindi-speaking city, did extremely wel 1 on this subject. School 5 is
also located in the non-Hindi speaking area. Students in this school
speak Nepalese as a whole more fluently than Tibetan, English or Hindi.
Yet, their school in Hindi is 70.5%.
jibe tan. The responses to the question on Tibetan ranged widely
from 55.7% (School 6) to 90.0% (School 2), with a mean of 77.0%. The
scores reveal a correlation with the number of years of schooling as
the main pattern (Schools 1, 3, and 6: 75.2%, 67.6%, and 55.7% (grades
1 to 10 schools); and Schools 2, 4, and 5: 90.0%, 88.7%, and 84.5%
(grades T to 12 schools).
Figure 16 presents the comparative performances on the three
languages for all of the schools.
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Figure 16
Mean Percent Correct Responses for
Three Languages by Schools
Percentile
-X X X— - Hindi
-0 e e— English
X— X— X - Tibetan
The language policy, and, to an extent, the students' knowledge
of various languages, are determined by political forces, which in turn
affect the type and number of teachers and administrators. This is
particularly applicable in the case of the study of Hindi. Schools 1
and 4, which do comparati vely poorly in Hindi, are more under the
control of Tibetans. Schools 2 and 3, performing well in this subject,
have as their rectors two nice lamas who are not in strong control of
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their respective schools. Also, School 5 is located in a place where
the students generally speak a fourth language every day, one not
taught in the school.
In addition to the questionnaire items, four additional language
questions were posed in the interviews. To the question: do you prefer
Hindi to Tibetan and English?, students responded 100% in the negative.
When asked about their ability to speak Hindi, many students gave
firmative answers. To the question: do you prefer English to Tibetan
and Hindi?, responses were about 50% yes and 50% no. Some students said
that English and Tibetan were equal for them. In the interview, students
were asked: "which language do you speak and write better—Hindi
,
Tibetan, or English?". Sixty-one percent of the students prefer Tibetan
and 16.6% prefer English. Twenty-two percent of the students have
responded that they speak Tibetan better and write English better. No
one indicated Hindi as their choice. When asked to indicate their
first choice of languages, the students responded: 55.6% for Tibetan
and 44.4% for English.
In general, the graduates from the Tibetan schools do well in
languages. Their English and Tibetan are admirable, and they manage
competently enough in speaking Hindi, an ability which is necessary
for survival in India. But these graduates are few in number. The
vast majority of students do not complete their education in these
schools, or go on to higher institutions; nor have they learned any
technical skills to support themselves. The criticism that students
have to learn too many languages in general is frequently voiced, but
the authorities can not change their language policy.
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Objective 1 0: Students achieve satisfactory scores on examinations.
In the eyes of school authorities and the refugee community, this
objective about school examination is the most important and accepted
criteria for school assessment in India, including Tibetan schools.
There is no other means of evaluation that is so commonly understood
and accepted. The examination results are scored and announced in the
following categories: first division; second divison; third division;
compartment and failed. Compartment means a student failed in one out
of five required subjects, and he/she must re-sit in that subject in
order to receive the school diploma.
This research was planned to collect data from school terminal
examinations for a period of five years, from 1974 to 1979. The
researcher encountered a number of unforeseeable problems in the field.
Some schools were unwilling to release the requested data or they
simply do not have scores for terminal examinations. One principal
told the present writer that they do not keep records of students once
they leave the school. Students were sometimes transferred from school
to school especially during their last year. The educational system in
India has been changed from the higher secondary to the 10+2 scheme.
This change took place in Tibetan schools in 1977, and no Tibetan
students in Schools 2, 4, and 5 were graduated in 1978. All of these,
frequent transfer of students in their last year of school and the
change of educational system, have contributed to this study, confusion
and incomplete records on the school examination. Consequently, there
is no figure for this objective in order to illustrate the comparative
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stand of the sampled schools. The data are incomplete, yet, the
following tables show the year, the number of students in each
division and the total number of students of schools 1
,
4
, and 5
Examination Results of Schools 1, 4
,
& 5
School 1
Znd 3rd comP- fail N of students
1978 3 13 2 1 0 19
1977 3 13 1 1 - 18
1 St 2nd 3rd
School 4
comp. fail N of students
1977 4 53 16 0 6 79
1976 5 30 10 7 21 73
1975 8 78 28 12 12 138
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School 5
1St 2nd 3rd comP- fail N of students
1977 2 24 0 3 0 29
1976 9 27 0 0 0 36
1974 2 12 5 0 3 22
1973 1 14 1 1 0 17
1972 1 17 0 0 0 18
1971 9 1 0 0 0 10
As far as the school terminal examination is concerned the
available data suggests that school 5 has done well. One teacher told
the researcher that this school established a national record in 1971.
The raw data certainly indicates much higher examination results for
school 5 in comparison to other schools. Schools 1 and 4 are also
better known schools among Tibetan refugee schools, but this researcher
has very little idea how these data are interpreted in relationship
to the Indian national standard.
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Grade 10 Response to Objectives
In the preceding section, the data were discussed in the context
of how the Tibetan refugee schools were able to meet the objectives.
However, this analysis did not take into consideration the grade
level variable. The research questionnaire was administered to grades
8 to 10 in three schools (1, 3, and 6), and to grades 10 to 12 in
three schools (2, 4, and 5). The number of years of schooling has
been an uncontrolled variable in the data interpretation up to this
point. This section will address the research questions: what are
the similarities and differences among the sampled schools? By
eliminating the grade level variable, the following discussion of
the response of the grade 10 students across all schools bring out
more clearly the similarities and differences both within and
between the schools.
The schools have been divided into two groups: group 1, schools
with grades 8-10 (1, 3, and 6); and group 2, schools with grades 10-
12 (2, 4, and 5). Furthermore, the established objectives have been
classified as either academic objectives (2: Indian history;
3: Buddhism; 4: Tibetan culture; 6: Science and mathematics; and
9: Language) or nonacademic ones (1: Current events; 7: School
environment; and 8: Self-confidence). The vocational education
objective (#5) does not fall into either category and therefore will
not be reported here (except in the mean scores for all objectives
together). Also, a number of analyses indicate that the omission of
this objective does not change the pattern of similarities and
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differences among the schools. It suffices to say, in this regard,
that the scores of schools 1 and 4 on vocational education come closer
to meeting this objective than those of the other schools. The three
nonacademic objectives do not have course syllabi or classroom
studies as such, but they are necessary considerations in any school.
For the purpose of demonstrating the similarities and differences
within a school, the next two figures compare differences between the
grade 10 and its schools. The next two figures demonstrate the
contrast between academic objectives and nonacademic objectives, and
its relationship to grade 10 of each school. Figure 17 shows the
correct percentage response to academic objectives by contrasting each
school with its grade 10.
Figure 17
Academic Objectives
Mean Percentage Responses for each School and its Grade 10
Percenti le
Key:
X
Schools and its grade 10
o
-X School
o Grade 10
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Figure 18 shows the correct percentage response to nonacademic
objectives by contrasting each school to its grade lo.
Figure 18
Nonacademic Objectives
Mean Percentage Responses for each School and its Grade 10
Percentile
Key: Schools and its grade 10
X X School
o o Grade 10
These two figures demonstrate that the nonacademic objective
as a group have produced greater similarity than the academic objectives.
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The academic objectives show a healthy difference whereby they set a
trend that the length of years in school make differences. The non-
academic objectives have produced almost two straight lines, despite
a great deal of difference of number of years in school. It suggests
that though academic curriculum is described as nationally issued and
identical in all the schools, the general environment of these schools
help to produce a greater sameness in all schools and varying grade
levels which is, in this researcher's view, a significant shortcoming
on the part of Tibetan personnel.
Table 3 presents the mean percent correct responses to both
academic, nonacademic, and total objectives for the schools in group one
and group two, with a comparison of scores for each school as a whole
and for its grade 10 students alone. The mean scores for all group 2
schools on total objectives (65.9%) and academic objectives (74.9%) are
higher than those for the group 1 schools (61.7% and 66.1%, respectively),
while there is virtually no difference between these groups on the non-
academic objectives. These scores reflect the positive effect of the
increased years of schooling in group 2 (Table 3), as well as the lack
of positive or negative correlation between the grade level variable and
the students' perceptions of their environment and themselves.
Turning to the scores for the grade 10 students alone, there is
no difference between their scores and scores for all students when
all six schools are combined together. Within the schools in group 1
as a whole, the scores for grade 10 students were anticipated to be
higher, due to their having had more years of schooling. For the
students in schools 1 and 6, this effect was indeed found. Grade 10
responses were 66.2% and 61.9% respectively
,
for schools 1 and 6,
Table 3 199
Mean Responses to Objectives by Groups of Schools
and by Grade 10 Students
Group 1 Total
Objeecti ves
Academi
c
Nonacademi c*
Grade 10
highest
School 1
A1 1 Students
Grade 10 only
63.8**
66.2
66.6
70.6
66.8
67.4
School 3
All Students
Grade 10
62.0
59.7
68.5
65.2
64.0
62.6
School 6
All students
Grade 10
59.4
61.9
63.2
66.3
64.4
68.1
Mean
A1 1 students
Grade 10
61.7
62.6
66.1
67.4
65.1
66.0
Group 2
Grade 12
hi ghest
School 2
A1 1 students
Grade 10
62.5
62.2
70.1
70.8
66.2
64.3
School 4
All students
Grade 10
69.3
67.8
76.8
74.0
68.1
65.3
School 5
All students
Grade 10
65.8
63.9
77.9
72.3
62.2
64.0
Mean
All students
Grade 10
65.9
64.6
74.9
72.4
65.5
64.5
Total
All students
Grade 10
63.8
63.6
70.5
69.9
65.3
65.3
^Objective 5 responses are not included in these columns.
**A11 figures are percentages.
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whereas scores for all students were 63.8% and 59.4%, all for total
objectives. The same direction of results holds for the academic
objectives and the nonacademic ones (School 1: 70.6% (grade 10) vs.
66.6% (all students); School 6: 66.3% (grade 10) vs. 63.2% (all
students), for the academic objectives, and a similar pattern for the
nonacademic ones). This, of course, suggests that students are
learning as the years go by. However, the grade 10 scores for School
3 in comparison with the students as a whole were in the wrong
direction, although the effect was slight. The explanation given the
researcher was that the entire tenth grade (7 students) in that school
had failed the yearly national examination in 1978 and were repeating
the same subjects at the time of the researcher's visit. Some informants
said that these students were made to fail and repeat the same grade
because of struggles and infighting in the school. In all fairness to
this school, it should be reported that these administrators were
replaced, and some of the teachers transferred. By the time of the
testing, the situation had quieted down and serious learning and teaching
had been resumed.
For the schools in group 2, the scores as a whole were expected
to be higher than those for grade 10 alone, because schools in group 2
have grades 10, 11 and 12. The anticipated pattern was again found, as
shown first of all by the overall means for all students vs. grade 10
alone for: overall objectives (all: 65.9%, grade 10: 64.6%), academic
ones (all: 74.9%, grade 10: 72.4%) and nonacademics (all: 65.5%, grade
10: 64.5%). The largest difference occurs for the academic subjects
where the increased years of schooling would have the strongest effect.
For the individual schools, the scores of Schools 4 and 5 repeat this
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overall pattern: grade 10 students do worse than the students as
a whole, on overall objectives (School 4: all 69.4% vs. grade 10 (67.8%);
School 5: all (65.8%) vs. grade 10 (63.9%). For the academic objectives,
the differences are more striking: School 4: grade 10 (74.0%) vs. all
(76.8%), and School 5: grade 10 (72.3%) vs. all (77.9%), the largest
difference. For the nonacademic objectives, Schools 2 and 4 continue the
pattern, and there is a slight reversal, not significant, for School 5.
For School 2, although the scores on the nonacademic objectives display
a difference in the anticipated direction, there is virtually no
difference at all for the total objectives score (grade 10: 62.2%;
all: 62.5%), and none for the academic scores (grade 10: 70.8%; all:
70. 1/4 t hi s slight reversal is not compelling).
Turning to the between-schools comparison, using only the grade
10 response to data. Table 3 summarizes the scores for each of the six
schools by total, academic, and nonacademic objectives. Each of these
scores will be examined in turn. For all objectives together, Schools
1 and 4 stand out in relation to the remainder of the tenth graders.
School 1 is under the management of Tibetans alone; School 4 has a
greater influence of Tibetans than the four other schools. The Tibetan
Homes Foundation is an integral part of school 4, and about half of the
students come from the Homes. Also, schools 1 and 4 with their good
vocational training programs, score relatively higher on objective 5,
which is included in the overall objectives score. Overall, the scores
for schools 2, 5, and 6 are about the same, with school 3 performing
relatively lower scores.
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Figure 19
Mean Percent Correct Responses for All Schools by
otal
, Academic, and Nonacademic Objectives
Grade 10 Responses Only
—o Total Objectives
o- - -o Academic Objectives
x - x - Nonacademic Objectives
School
s
Next, for the academic objectives, approximately the same pattern
is found, although the mean scores are higher. Schools 4 and 5 record
the highest scores; and schools 3 and 6 score the lowest. All of the
students in the tenth grade did very well on the individual questions
on Tibetan culture and tradition. The range of differences among the
schools is wider (from 65.2% to 74.0%) for the academic objectives than
for the nonacademic ones (62.6% to 68.1%) or the total (59.7% to 67.8%),
Finally, examining the nonacademic objectives' scores, a different
pattern emerges. All schools except for school 6 have lower scores
than on the academic objectives. In addition, the similarity among the
schools here is striking, with a narrow range of differences. Schools
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1, 4, and 5, which in general perform better than the others, score
closer to the mean in this case. The relatively high score for school
6 may be explained by the fact that it is the only day school; students
live with their parents. This suggests that the schools in general do
not really help foster any knowledge of current events, nor do they
instill a sense of self-confidence in their students; furthermore, the
students who reside only at their schools all seem to perceive the
school environment in the same way, which is relatively low score in
comparison to the day school, whose students live with their parents.
Rather, the students would be most helped in these areas if they could
have contact with outside sources of information, and if they could have
the benefits of a home environment with parents. This is also supported
by the better performances of those schools with more Tibetan personnel
involved in the school and with a more home-and-fami ly-1 i ke environment.
Summary
In Chapter 4, the data have been examined and interpreted in
relation to the research questions posed and the established objectives.
The description of the six schools studied supplements the analysis.
The data from the questionnaire and from the interviews and observations
offers a cohesive picture of the Tibetan refugee schools in India. The
description of the general conditions in these schools provided an
alternative way to view the schools and substantiated the statistical
evidence on the strengths and weaknesses of each school. The discussion
demonstrated that the administrative structure, teacher/student ratio,
school location, and above all, strength of Tibetan personnel are
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positively related to traditional and academic objectives in order to
determine the student response to the objectives. For example, to
illustrate the impact of location, school 3 is located in an Indian
city where Hindi is the everyday language; its students received the
highest score of any school on their abilities in Hindi, even though
all schools have the same language program. The Tibetan environment is
highly praised by outsiders. These schools do not have the same Tibetan
environment, but this factor of Tibetan environment appeared to have
little or no influence on the nonacademic objectives.
The profile of student response have produced some interesting
patterns. The responses of lower grade level (8, 9, and 10) demonstrates
no differences between the academic and nonacademic objectives. Scores
of individual objectives were very close. When these sets of scores
are contrasted to all grade 10 responses, there are some differences
between academic and nonacademic objectives. A number of academic
objectives scored higher. These differences are scattered and seemed
to have been selective. The responses of higher grade level (10, 11,
and 12) offered much higher scores in academic objectives. In all
four profiles of response pattern analysis, the response to nonacademic
objectives remained constant and unchanged. As the students progress by
years in the school, response to the academic objectives increases
along the progress. Schooling seems to have no bearing upon the
students' self-confidence and their perception of the school. It calls
for a further study to determine why Tibetan schools are not helping
in these vital areas. The objective 4: Tibetan culture and traditions.
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gives highest response in all profiles. The response to the vocational
education is an all-time low. In fact, as grade level progresses, the
score of vocational educaton has decreased by a small percentage.
Analyses of the schools' responses to each of the nine objectives
were presented along with figures of the percentage scores for each
school and for each objective. In general, the students scored higher
on objectives related to traditional subjects, especially the one on
Tibetan culture and tradition. The teachers of these subjects not only
teach, but live with the students 24 hours a day. Another area in
which a Tibetan environment and administration has a very positive
impact, is that of vocational education. Two of the schools have
successful training programs in art, tailoring, and carpet weaving,
for 3 to 7 years. However, these programs are separate from the main
school program. A student may not participate in these programs
unless he/she withdraws completely from the regular school.
In the regular schools, both the teachers and the students have
a tendency to view vocational education as a hobby rather than as a
skill which will enable students to obtain employment in the future.
The schools do very little in this area beyond a token effort, and
vocational education teachers are not really counted as regular teachers.
This situation is reflected in the students' performance on this
objecti ve.
A variety of interesting similarities and differences among the
schools emerges in the analysis of the grade 10 data, with the objectives
grouped into academic and nonacdemic ones. It has been repeatedly
reported that all Tibetan schools have an identical academic curriculum
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Which comes from the central government. Yet, the responses to the
nonacademic objectives revealed even greater similarities among the
schools, with the grade level and Tibetan environment variables
producing no clear differences. However, for the academic objectives,
there was a wider range of differences among the schools, with number
of years of schooling (grade level) being a strong variable.
CHAPTER v
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS
This concluding chapter will serve three purposes. First, in
order to offer a comprehensive view of the investigation, it will
summarize the problem, purpose, and findings of the research. Second,
the educational implications of the research findings will be discussed.
Finally, recommendations will be offered for improving Tibetan schools
in India and for additional research into this important problem of
refugee education.
Summary
Tibetan refugee schools have as their ideal aim a "balanced
education" (as it is appropriately called in the current research).
This aim, the most suitable for refugee conditions, meets the educational
plan of the host nation as well as amply taking into consideration
the refugee culture and traditions. This type of education was requested
by the Dalai Lama and the Tibetan refugee leaders and approved by the
highest level of the Indian government. From the perspective of the
pol icy-makers, Tibetan schools provide a unique multilingual curriculum
and environment, as described, for example, by Holburn (1975). Yet,
at the same time, this report is representative of most reports on
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refugee education, in the sense that it fails to penetrate beyond
official policy statements and uncritical observations. The hospitality
shown by Tibetans to visitors to their schools-for example, a drama
show is usually arranged for even a single visitor-is usually repaid
by flattering reports which do not help at all to deal with the
educational problems of the schools.
Beyond these cursory reports, little serious research has been
conducted on Tibetan refugee schools. Since good intentions and
policies do not automatically produce good education, a desirable
goal must be realized from beginning to end by a series of appropriate
concrete steps. The refugee schools meet the needs of both the
refugees and the host country in theory, but they have been less than
successful in implementing these goals. The schools are under the
management of government bureaucrats. One critic asserts that Tibetan
schools, currently existing in a vicious circle of useless bureaucratic
rules and regulations, need nothing less than total change and reform
(Khan, 1976). This statement is further confirmed by the researcher's
own observations. There are often long periods when schools are in
session without textbooks, paper, or pencils. The former editor of
the Tibetan Review suggests that the schools appear to emphasize the
form and formality of education rather than its content because they
are in the hands of bureaucrats.
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Tibetan schools have been in operation for the past twenty
years, the host authorities have recently started cutting back, both
by reducing the number of schools and by restricting new admissions;
some residential schools, and— in a puzzling, incomprehensible action—
all technical schools have been closed. The schools are only allowed
to accept "bona fide" refugee children, i.e., those who were born in
Tibet and who crossed the border with parents and relatives. This
makes very little sense for people who have been in exile for almost
a generation. Thus, with the development of such an unfavorable
trend, Tibetan schools cannot depend much longer on the unquestioned
support of the Indian government.
Furthermore, within the Tibetan community itself, the majority
of the people are very critical of the schools; they feel the standards
of Tibetan schools are steadily declining. In 1977 and 1978, a team
of experts inspected a number of schools and expressed their dis-
satisfaction. They suggested several improvements, especially in the
sciences. Almost two years later, when the researcher visited these
schools, the authorities had still taken no action on these proposals.
Correspondingly, the number of people discontented with the schools
is on the increase, especially those people who graduated from the
schools. Thus far the criticism is geared toward the nonacademic
aspects: the administration, student lifestyle, rules and regulations,
power struggles, lack of educational leadership, and, above all, the
bureaucratic red tape. This study has identified the absence of
clearly defined goals, the lack of evaluation procedures, and the
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bureaucratic rules, regulations and inaction as the three major
problems of the Tibetan schools.
The purpose of this study was to evaluate the curricular and
instructional conditions in selected Tibetan refugee schools in India.
To this end, a set of ten objectives for Tibetan schools was developed
and defined. Next, the existing curricular and instructional conditions
in these schools were described. A comparison was then made between
the established objectives and the conditions to determine whether
the objectives are presently being accomplished. To carry out this
comparison, a field study was conducted, guided by the following four
general questions: (1) What are the physical conditions and the
administrative structure in the Tibetan schools?; (2) What is the
pattern of students' performance on the objectives, (as measured by
their responses on the research questionnaire)?; (3) To what extent
do the schools meet these objectives?; and (4) What are the similarities
and differences among the refugee schools? Finally, in this concluding
chapter, recommendations are made for future research and for
improvements in the curriculum, instruction, and administration of
Tibetan schools.
It has been stated that the Tibetan refugee schools provide a
proper education, carefully planned to maintain a balance between
modern educational requirements and their own traditional background
and culture. The incorporation of the Indian public education curriculum
into the refugee schools is considered as fulfilling the modern
educational requirements, since the refugee children do live in that
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country, and sit for the same school terminal examination as the
Indian children do. But nowhere is there a clear exposition of what
really constitutes the traditional aspect of education, except for
some political statements on the desire to preserve and promote
Tibetan culture and traditions. In the nineteen sixties, some monks
were trained to be teachers, and a series of textbooks were prepared;
however, these limited efforts were discontinued in the seventies. It
is therefore absolutely necessary to define and properly select the
traditional aspects of education for refugee schools. The rationale for
a balanced education given in Chapter two, particularly the detailed
analysis of Tibetan traditions, is an attempt to deal with this very
need.
Chapter two began with descriptive background information on the
origins of Tibet and the Tibetan people, and on the geographical features,
demographic composition, and language and literature of Tibet, providing
a unique yet complete overview of Tibetan hi story as well as the actual
conditions in Tibet. This brief description was followed by a detailed
analysis of educational systems and practices in pre-1959 Tibet. The
old Tibet had two mutually complementary educational systems, which
were widespread throughout the country: the secular and the monastic.
The secular system offered elementary education for the general public,
and higher learning to a select few government officials. Reading,
writing, and arithmetic were the central components of this curriculum.
The monastic system, which still continues in exile today, is a well-
organized one with a compact curriculum, embracing such concepts as
212
lifelong learning, dialectical knowledge, and inner contemplation.
The combination of these two systems resulted in Tibet's having the
second highest literacy rate in Asia, after Japan, as reported by Sir
Charles Bell (1957); thus, to an extent, they met the functional needs
of the time.
As evidence of such educational endeavors, three learned persons
and their works were presented as examples of past achievements as
well as future learning materials for refugee students. These three
people serve to illustrate to students the concept of the educated
Tibetan. Their selection was based upon their historical significance,
the availability of their works, and their efforts in education.
Accordingly, the presentation has focused on their methods of learning
and their contribution to the cumulative wisdom of Tibet. An equal
emphasis was placed on their historical missions. For example, Milarepa's
contribution was the integration of conflicting forces; this was the
national need at that time when Buddhism and foreign cultures dominated
the country, and all learned Tibetans were translators. Milarepa studied
the neglected indigenous Bon religion, and Buddhism, practicing
Buddhism in a genuinely Tibetan environment and culture. He was the
first Tibetan scholar and saint.
In the next three hundred years, Tibetans neglected learning,
the great tradition of Buddhism; they were more interested in shortcuts
to spiritual achievements. Tsong Khapa, observing that the time for
importing foreign culture and ideas had long passed, yet the develop-
ment of native intellectual efforts was minimal, established a
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philosophical learning system which flourished for centuries and
still continues today in India. The succession of the Dalai Lamas has
spearheaded Tibet since Tsong Khapa. The present Dalai Lama, the
fourteenth in lineage, is the leader of the Tibetan refugee community.
Above all, he is the single most important force behind the development
and implementation of the refugee educational system.
The presentation of this general background on Tibetan culture
and traditions provided a source for generating a set of objectives to
guide the study and to evaluate the refugee school program. In order
to have the chosen objectives cldsely match the school program, a number
of former Tibetan teachers, students, and educators were interviewed.
They provided many insights leading to revision of the original set of
objectives. Also, a team of curriculum specialists was enlisted to
assist in the development of these objectives.
Chapter three records the entire research procedure in great
detail: the generation of the objectives, the development of the
research instruments, the selection of the sample of schools, and the
procedure for administering the instruments. Both the research
instruments and the research questions were based upon the set of
objectives. The analysis and discussion of the research findings,
presented in Chapter four, concentrated on the four research questions
listed above. The remainder of this summary section will discuss
selected significant results in each of these four question areas.
Administrative Structure and Physical Conditions . The Tibetan
refugee community in India, including the schools, has its own
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government in exile, with appropriate departments to promote the
welfare and interests of the refugees and their schools. With the
exception of the Tibetan Children's Village, all refugee schools are
part of the central (i.e., Indian government) school system. Thus,
the Tibetan schools were established and run jointly by Indian and
Tibetan authorities. These two authorities collaborate from the
ministry level down to the school level, where this parallel structure
is reflected in the positions of rector and principal: the rector
is the head of the school, with overall responsibility for the school,
and he is always a Tibetan; the principal is an Indian who is in
charge of the academic side. Balanced education, as defined earlier,
implies shared management. Theoretically, collaborative management
in an equal partnership is considered a new mode of management training
in the international program.
However, the extensive involvement of the government bureaucracy
has produced a complicated administrative structure and chain of
authority, as well as conflicting interests, in the Tibetan schools.
Critics have pointed out that the root of the problem is that the
school administration is controlled by the centralized bureaucracy in
Delhi. The Indian Ministry of Education established an autonomous
body, the Central Tibetan School Administration (CTSA) with a senior
civil servant in charge of the office. Although the Tibetan rector
is the head of the school, CTSA appoints teachers and administrators,
and sets the admissions policy for students. The Indian government
provides substantial financial assistance to the schools which is
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channeled through CTSA and the principal. In the interviews, the rectors
said that their functions were complementary to those of the principals,
yet they seemed unclear about their specific duties aside from the
ceremonial ones.
The research findings indicate few differences and many
similarities among the sampled schools, especially concerning the
administrative structure. First of all, the similarities suggest that
all of the students and schools are treated equally and democratically.
In this regard, the Director of Pedagogy in the Soviet Union has
defended the standardized curriculum as "one way toward the equalization
of our society" (T imes
,
June 23, 1980). There are no private schools
for refugees; all schools are the same, with standardized administra-
tions as well. Thus, the refugee educational institutions may be
seen as one form of applied democracy.
Nevertheless, two negative factors accounting for most of the
similarity also need to be mentioned. First, the administrative
structure under the two parallel governments and functionaries is
characterized by an extensive central ly-control led bureaucracy which
invites confusion and divides teachers and staff. Because of this,
the creativity of individual teachers is rather limited. Second,
although all teachers were trained and certified in India, the
pedagogical approach used in all classrooms, in all schools, is the
traditional one in which teachers absolutely dominate their classes,
and, most importantly, maintain an indifferent attitude toward active
student participation. In this respect, there are no differences
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between the Indian and the Tibetan teachers. It should also be noted
that this type of pedagogy is the easiest way for teachers who are
accountable to the authorities to keep order in their classrooms.
Regarding the physical conditions, mountains, high plateaus,
and cold weather are an integral part of the Tibetans' natural
environment. At the beginning of their exile, Tibetan refugees
suffered miserably in the heat of the plains of India. The health
of the whole refugee community deteriorated in no time, with many
deaths caused by the heat and monsoons. Children suffered more than
any other age group. When requesting educational aid from the Indian
government, the Dalai Lama said that it was even harder for children
than for adults to be uprooted and taken to an entirely different
environment: "We had to do something drastic to preserve their
health--and their educaton was also a matter of great importance"
(1976, p. 226). At that time, health was given a higher priority
than education, so that the Himalayas offered the most attractive
location for the refugee schools.
All of the residential schools were established in the resort
centers of the most beautiful foothills of the Himalayas, the usual
location for private schools attended by Indian children from the
upper classes. The refugee schools cannot afford to maintain the
expensive lifestyle of the resort communities and the rich private
schools. However, by and large the campus and physical conditions are
rather good, though far away from the refugee communities. The school
facilities are a combination of newly constructed buildings and old
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bungalows. Certain schools are fortunate enough to have surrounding
flat spaces and playgrounds. In general, the schools keep their
compounds and classrooms clean and orderly, whereas they vary with
respect to their maintenance of buildings. Other facilities such as
science laboratories and libraries range from adequate to non-existent,
but all schools have a good drama program with at least two teachers.
Profiles of Response Patterns
Four different profiles of student responses to the objectives
were examined: total student responses; responses of grades 10-12;
responses of grades 8-10; and grade 10 responses alone. Certain
patterns emerged consistently throughout the profile analysis. As
Figure 11 in Chapter four shows, one consistent pattern was the
extremely low score on the vocational objective. In fact, on this
objective, the lower grade level profile produced slightly higher
scores than the other profiles; the reasons for this pattern were
discussed in detail in Chapter four. One problem encountered in this
research was that the questionnaire items on vocational education began
with the phrase, " do you take such and such vocational courses" instead
of " do you know . . ." If students' knowledge about subjects such as
cooking had been assessed directly, the response pattern for this
objective might have been considerably different.
The objective on Tibetan culture and traditions received the
highest scores, a pattern which was consistent over all four profiles.
The same holds true for the questions on the Tibetan language. These
results stem from the prevailing Tibetan environment in which the
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students live and work 24 hours a day, along with their teachers, who
are also house masters-even though the schools try to enforce speaking
only English in the classroom.
Analyzed according to grade levels, another pattern revealed in
the four profiles was that the scores on academic objectives increase
as students move to higher grades--as one would expect, but remain
constant for the nonacademic objectives. The scores for the academic
objectives cover a wide range (over 30% difference) among the schools;
the factors that contribute to this have been sufficiently discussed
in the previous chapter.
Overall, it seems that Tibetan students learn only what is
taught in the classroom. This narrowly-defined learning is not matched
by a corresponding increase in their self-confidence, their positive
perception of the school environment, or their general knowledge of
current events as the years go by. It is indeed significant to find
that a student in the 8th grade has the same degree of self-confidence,
and the same way of perceiving the environment, as does a student in
the 12th grade, i.e., that the intervening four years have had no
effect. It is unfortunate that the schools do not give a higher
priority to the goal of raising the refugees' self-confidence.
School Responses to Objectives
In answer to the question as to how well the schools meet the
objectives, it may be stated on the basis of this research that
performance on the academic objectives was better than that on the
nonacademic ones, despite a greater variation in scores for the former.
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Furthermore, scores were higher on the traditional academic subjects
than on the modern ones. Once again, the similarity among the sampled
schools emerges as the overriding theme of the results. The almost
identical scores (with a range of approximately 6%) for the nonacademic
objectives (which, as mentioned above, are not part of the course
syllabus) appears to be the single most important factor contributing
to that similarity. Moreover, the slight variation in these scores is
also not attributable to factors of grade level, school location, or
Tibetan personnel.
An evaluation of the results for the vocational education
objective must taken into consideration the fact that there are two
different training programs: the regular school program and a separate
program under the supervision of the school. However, the results
presented in Figure 11 in Chapter four, with the very low mean score
of 25.8/, reflect only the effect of the regular school program. In
this program, art is studied in grades 1 to 5; between grades 6 and 10,
a number of crafts courses are offered. However, both students and
teachers regard vocational education as more of a hobby than a serious
subject. Apart from these courses, students are required to participate
in manual work such as school maintenance, cooking, cleaning, and
gardening. The new 10+2 educational system was introduced more than
four years ago with the goal of accelerating vocational training, but
this additional training has yet to be implemented. Thus, vocational
education in these schools is quite unsatisfactory
,
as the data
clearly demonstrate.
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The excellent vocational education programs in schools 1 and 4 which
are administered by Tibetans and has a very strong Tibetan influence, is an
Illustration of what has been accomplished apart from the regular
school program (which is identical to that of the other sampled
schools). In the researcher's view, this impressive vocational program
IS more relevant than the academic program for the students. This
program, lasting from three to seven years, offers training in a wide
variety of useful crafts, leading to immediate employment with good
earnings. The only drawback to this training is that, unfortunately,
a student is not allowed to participate in both the regular academic and
the vocational programs at the same time.
Turning to the "modern" academic subjects of science and math,
the Tibetan schools take these subjects very seriously, on contrast to
vocational education. Tibetan students study physics, chemistry,
biology and mathematics of all sorts. Indian students in general do
relatively well in these areas, and the Indian course syllabus and
textbooks are used in Tibetan schools. Yet although these subjects
receive sufficient attention from the schools in terms of the number of
classroom teaching periods, Tibetan students do not do very well in
them. Their poor performance in science and math, based on low student
test scores and inability to complete the program, is considered a very
serious problem.
Three different sources were explored to try to uncover the root
of this problem. In the student interviews, they said in general that
they liked the subjects of science and math; many of them indicated
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that they would like to become doctors because the refugees needed
them. But they felt that these subjects were difficult because they
were taught in English. Non-Tibetan teachers recognize the problem as
well, pointing out the schools 1 lack of proper laboratory facilities,
of guidance counseling, and of further training or 1 job opportunities
in the Tibetan communities. In addition, the Tibetan science teachers,
very few in number, seem resigned to the idea that Tibetans have an
inherent weakness in working with the necessary scientific and
mathematical precision. Culture, environment, and genetics were
frequently mentioned as factors to be considered.
In the researcher's view, the problem--as with most of the
subjects taught in these school s--l i es in the pedagogical approach; but
it is more critical in this field where modern technological aspects must
be included in the curriculum. Currently the textbooks and materials
used in teaching science and mathematics courses are for the most part
what Taylor (1969) calls scientific literary that is far from practical
and technological values.
Grade 10 Responses
The data from the grade 10 students alone were examined to
analyze similarities and differences among the sampled schools. Preceding
sections on data analysis also contain such comparisons, but this
section holds the grade level variable constant. The data were
divided according to academic and nonacademic objectives. Table 3 and
Figures 1 7 & 1 8 in Chapter four demonstrated a much greater similarity
in the schools' performances on nonacademic objectives than on academic
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ones. For the nonacademic data, the differences among the schools are
very slight; they do not seem to relate to the quality of school
facilities, the Tibetan environment, or the presence/absence of the
10+2 program. Whereas the data on the academic objectives generally
confirm the description of the schools presented earlier and the data
on the nonacademic objectives are confusing and do not seem to relate
so clearly to the researcher's observations or to the other analyses.
According to the data on academic objectives, the schools may be ranked
in the following order, from best to worst performance: #4, #5, #2, #1,
#6, and #3. Although it is assumed that the grade level variable is
controlled in this analysis, it should nevertheless be noted that the
first three schools in this ranking are the ones with the higher grade
levels (10+2 program).
Implications for Refugee Education
The findings and discussions of this study on the successes,
shortcomings and aims of achieving an education that balances modern
subjects with culture and tradition in Tibetan refugee schools have
generated specific implications for these schools and broader implications
for the struggles in educating all refugees. The specific implications
will be drawn from the research findings about the study of modern
curriculum subjects and parti cipatory observation data about the nature
of teaching in the sampled schools. The more general implications will
be advanced from a perspective of refugee education throughout the
world.
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Specific Implications
. First, the ten objectives for Tibetan education
were grouped into categories of modern and traditional subjects for the
purpose of analysis. Under those categories, refugee schools recorded
low scores in modern subject matter, particularly in science and
mathematics.. The scores for science and mathematics objectives are even
lower than other modern academic objectives of language and Indian
history and geography. Authorities claim that now the schools are well
established, totally "overhauled" and "drastically changed" from the
traditional schooling system in old Tibet (1969, pp. 225 and 228). The
findings of the present study for science and mathematics suggest
reason to doubt that claim. Further, the observation data show that
teacher and student perceptions describe these refugee schools as being
less than modern in their teaching of science and mathematics. The
data of this study, then, suggest that the totally modern view needs to
be altered because it is not accurate. It is suggested that the lack
of native speaking Tibetan teachers in science and mathematics is among
other factors to be considered in the future for improvement. In short,
the implication is that Tibetan schools need to improve their science
and mathematics curriculum, and that some authorities need to become
more knowledgeable about the current and past nature of Tibetan
education.
Second, this researcher observed at least ten class sessions in
each sampled schools, and found that almost all of the classrooms were
identical in terms of physical setting, disci pi ine and teaching methods.
Teachers dominate the classroom. All activities are initiated by
teachers and any type of student initiative is alien. As a result.
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the classroom environment is in contradiction with the otherwise fairly
relaxed and friendly environment of the school. Dan Taylor, Dawa
Norbu and Margaret Nowak have traced the historical roots of this
conservative and traditional pedagogical approaches. Taylor stated:
Now the Indian teachers have become familiar with teachinq
libetan children, it is possible for them to relax the
formal nature of presentation demanded by the newness
of the children to the educational process and consequent
need for discipline (1969, pp. 19 & 20).
Nowak (1978) records her observation that the pedagogical approach is
changed the least among all the radical changes from the traditional
Tibetan education. She also calls it typical of public schools in India.
Dawa Norbu (1976) criticized the monastic-like atmosphere in the Tibetan
schools which he suggested a natural consequence of many monk teachers
during the initial period of Tibetan schools. Here the implication is
that the changes have been selective at least, and similar to that of
science and mathematics curriculum as pointed out earlier, the most
critical areas such as pedagogy have been very little effected.
General Implications . The following summary of the global situation
regarding refugee schools will highlight some major implications.
Though the tragic story of refugees is as old as history itself, a survey
of refugee educational institutions indicates that they are practically
non-existent. One can find little scholarly literature on refugee
education. This, however, does not suggest that there have been no
genuine efforts to educate refugees throughout history. Rather, as
William T. Lui (1979) stresses, refugees' flights and other experiences
tend to be viewed as unique, emergency, atypical, and nonrecurring
phenomena. Concerned international agencies are usually filled with a
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sense of urgency and totally preoccupied with the immediate needs of
food, clothing, shelter, and primary education. Concomitantly,
educational focus has been upon scholarship and assimilation into the
host country's educational system.
For example, adult education, vocational training, language
courses and primary education have been offered in the refugee camps.
A United Nations report (1970) considers primary school the basic need
for refugee children. Yet, a 1970 policy statement says that the U.N.
is deeply concerned that refugees should not become a privileged
community or source of local friction. The implication here is that
the primary schools for refugees might remain behind even the most
underdeveloped local community schools. Moreover, it is well known that
there have been no special schools for Hungarian, Cuban or more recent
Vietnamese refugees in America. This is the case in all European
countries as well. Thus, on an international scale, there appears
to be more concern with the well-being of individual refugees and
their assimilation into the host countries than with cultural and
educational needs and goals of the refugee communities as a whole.
In contrast, Nana Seshibe's (1979) description of refugee
experiences in Africa provides an example of more extensive refugee
education. This is the only other example of refugee schools at the
secondary level (excluding language and technical programs) that the
researcher has been able to uncover besides the Tibetan situation in
India.
In the early 1960 ' s in Africa, when many countries were becoming
independent, education was dominated by the colonial structure. English
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was the medium of instruction, especially in East Africa; consequently,
refugees from elsewhere were found to have serious language deficiencies
when they were admitted to their host countries' schools. According
to Dr. Seshibe, the African-American Institute (AAI ) decided to offer
English lessons to young refugee adults in Tanzania as a solution to
this problem, in order to facilitate their admission to the schools.
AAI rented a house and converted it into a school house; they invited
one English teacher from the United States; and refugees began to be
admitted into different classes. As more refugees were registered in
the school house, it became apparent that most of them wanted to study
more subjects than just English. Within the brief period of two years,
about 200 students were studying there, a situation far beyond the
capacity of the staff of one regular teacher and a few foreign volunteers
This success encouraged AAI to negotiate with Tanzania for a more
permanent secondary school site. After long, protracted negotiations,
a school was constructed with U.S. money and opened in 1967, called
the Kurasini International College for Refugees.
There was a certain degree of collaboration between the host
country, the refugee community, and the funding agency and its government
The host country set the school requirements and policy and gave
accreditation; the liberation movement of the refugees recommended
students for admission. In addition to funds, AAI provided the principal
vice-principal, and most of the teaching staff.
In those days, education in Tanzania followed the colonial
system; thus, this refugee school had to follow the course syllabus of
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the General Certificate of Education (GCE) of the British system.
The GCE syllabus and examinations were prepared in London, and examina-
tion results had to be sent back to London.
The school was supposed to have 250 students, with ages ranging
from 13 to 25 years, but Seshibe notes that it was never filled to
capacity, nor did Kurasini College ever live up to the prestige of the
old school house. Students came from five South African countries,
speaking Portuguese, Arabic, Afrikaans, and Kiswahili; they encountered
English for the first time in this school. As Seshibe points out,
there was a fundamental contradiction in the school's adopting English
as the medium of instruction. This choice was dictated partly by the
policy of the country's educational system and mostly by the fact that
the teachers were Americans who spoke scarcely a word of any of the
students' languages, and who were, in addition, totally unfamiliar with
the General Certificate Education system.
The first students graduated in 1967. Over time, more and more
students graduated, Seshibe observed, without proper qualifications
in science, mathematics, and English--a striking similarity between this
school and the Tibetan schools in India. Here the implication is that
there are observed connections between refugee students and poor
performances in the modern subjects of science, mathetmatics and English.
The present dissertation has presented a detailed analysis and
report on the Tibetan refugee educational experiment. However, additional
research work should be undertaken on Tibetan refugee schools before
this opportunity is lost to history. Any research design must not only
consider the applicability of the present study to other settings, but
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it must also focus on the real problems of those being studied, and
possible solutions to their problems. Future research undertakings
must be analyzed not only with respect to the value of the immediate
findings for improvement of refugee schools in India, but also for their
implications for refugee schools and children everywhere.
Recommendations for Ti betan Refugee Schools
One underlying principle of educational research is to offer
practical recommendations for improving the schools that are being
studied. Hence, the recommendations offered in this section will be
based on a responsibility to the research subjects as well as on purely
objective considerations. Specifically, the recommendations will deal
with five problem areas: 1. improvement of the present research study;
2. improvement of science and mathematics curriculum; 3. making teaching
more effective; 4. distribution of Tibetan teachers all grade levels
and subjects; and 5. improvement of the administrative structure of
Tibetan refugee schools.
Present Research . Before recommending ways of improving the present
research it must be stated that the present study is intended as an
exploratory investigation of many problems of Tibetan refugee schobls
in India. The study employed eight different procedures to collect
comprehensive data. Consequently, the study has shortcomings as an
in-depth research dealing with a single problem. The instruments have
served the present intent and needs, but problems associated with
instruments and ways of improving the instruments must be suggested
for the benefit of future interests in conducting studies of this
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nature as well as for specific investigation of selected areas of
objectives.
Whereas most of the data collection procedure were used by the
researcher to record general information and participatory observations,
the student questionnaire was administered to 526 students. The latter
has been the most useful for gathering specific data, but it also has
a number of serious problems as well. The first problem is establishing
a strong relationship of individual items to an objective. This un-
resolved concern can be deciphered through redesigning the instrument
and determining reliability and validity. This questionnaire was
subjected to some of these analyses, but the results reported in chapter
four are at best inconclusive. The second problem concerns the ability
to measure each objective by use of only six items. It is recommended
that future research studies use more items to measure each objective.
The third problem is how well content-oriented items are related to
subjects that students study in their schools. In order to improve
this instrument, it is important to determine what content is actually
being taught, and to make sure items for assessment are derived from
existing content so that what is taught and what is tested are
congruent; thus contributing to increased reliability and validity of
i nstruments.
This researcher acknowledges weaknesses in the data collection
procedures and recommends to seek ways of improving the instruments
as suggested.
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Improvement of Science and Ma thematics Curriculum
. Tibetan refugee
schools are weak in science and mathematics curriculum. The problem has
long been recognized. In the past twelve years, very few graduates
from these schools have gone to study science and mathematics at the
colleges and universities; fewer still have completed such studies.
While all concerned Tibetans agreed on this fact, no two people agree
on the cause of the problem. Tibetans in general tend to argue that
cause has to do with the refugee situation, Tibetan language, culture,
school environment, and even genetics. Some teachers blame the poor
science facilities and the lack of strong support and emphasis on these
subjects. In the present study, the scores on the science and
mathematics objectives were fairly similar across all sampled schools,
and generally low in comparison to the other academic objectives
specifically to traditionally subjects. Furthermore, Tibetan schools
tend to emphasize science and mathematics courses in the higher grades.
There is less science and mathematics studies available in the lower
grades. This researcher observed that there is an unspoken inclination
that a student has to be grown up in order to understand science and
mathemati cs.
Overall, it is apparent that further study of this problem is
necessary because of the multiple factors involved. In the implication
section a cursory review of a refugee school in Africa suggested that
there may be connections between the poor performance in science and
mathematics and refugee situations in general. However, certain
specific suggestions can be made with regard to science and mathematics.
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Science and mathematics should be started teaching at the earliest age
and in the first grade. Science facilities be made available throughout
all grade levels. Also laboratories and materials need to be improved,
as do the teaching methods in general. The focus in teaching science
needs to be shifted from the present "pure science" content to more
technological and practical information so that science will have more
relevance for the students. The present science and mathematics
curriculum seems to suggest that it is failing to show its relevance
unless one becomes a doctor or scientist. Finally, thorough research
should be conducted to identify more specific problems in learning and
teaching science and mathematics and ways of improving the present
conditions.
Making Teaching More Effective . The third recommendation concerns
another equally important and serious problem: the pedagogical approach
used in Tibetan refugee schools. Nowak (1968) suggested that it had
changed the least of any of the aspects of traditional Tibetan education.
She also characteri zed as typical of non-private Indian schools in
general an emphasis on the memorization of textbooks and a laissez-faire
attitude regarding active participation by students. During the field
work, the researcher visited on the average ten class sessions in each
school, and found almost all of the classrooms identical in terms of
settings, discipline, and pedagogical methods.
Classes are discipl ined to the point of intimidation; the class-
room is the domain of the teacher. The teaching methods consist of
reading, writing on the blackboard, lectures, and sporadic questions
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from the teacher. All activities are initiated by the teacher, and
any type of student initiative is unheard of. As a result, the class-
room environment does not match the otherwise fairly relaxed and friendly
environment of the school. Furthermore, it seems the teachers neither
seek nor receive any assistance from the principal in dealing with
academic problems.
Changes can be made in this situation by introducing a variety
of new pedagogical methods, including teaching demonstrations, the
project method (in which students undertake individual projects),
problem-solving by student initiative, team teaching, and some classes
specifically set up with different formats, such as seminar types of
discussion. Some of these could best be attempted through in-service
training by an outside trainer. Of utmost importance is encourage-
ment of and insistance upon student participation and initiatives. It
is strongly recommended to institute a regular study and research group
that focuses upon how to change gradually from the present pedagogical
approach to a more progressive and student-oriented pedagogy.
Distribution of Tibetan Teachers . In the past five years or so the
number of Tibetan teachers is steadily on the increase. Twenty to thirty
percent of teachers are Tibetan in each sampled schools. However, their
distribution is not evenly spread out in terms of modern subjects and
higher grade levels. Tibetan teachers in modern subjects are heavily
concentrated in the elementary schools. Tibetan teachers in traditional
subjects are somewhat segregated due to their communication problems
with other senior teachers. The need for Tibetan teachers who understand
the children is properly diagnosed, but the equally important need for
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Tibetan teachers is compelling evidence in other areas. In the
interviews students point out their lack of understanding is the major
problem that they encounter. The schools, in the present researcher's
view, can be improved vastly by increasing the number of Tibetan
teachers and equally distributing them in the areas of modern subjects
such as science and mathematics, especially in the higher grade levels.
Improvement of the Administrative Structure of Tibbtan Refugee Schools .
The last recommendation deals with the school administration structure.
Both the present research findings and the existing literature indicate
that the most serious problem in these schools is an administrative
structure characterized by bureaucratic red tape, from the clerical
service to the highest level of government offices. The chain of
command is not clearly defined, nor is it properly respected or followed.
In most schools, tensions are high between the rector and the principal.
The people in positions of power are not necessarily educators. These
administrators must deal with the day-to-day problems of delays, rules
and regulations, and i nsuff icient materi al s, supplies, and space. For
example, one critic observed that for a student to check out a book from
the library, he or she had to apply in writing to the clerk for
permission; the clerk, in turn, had to send a report to the principal,
with the whole process taking a week or more. While this example may
not be true for all schools, and does not represent a crucial issue in
itself, it does illustrate the extent of the problem. This bureaucratic
problem has, of course, long been identified, and Tibetan authorities
are in the process of negotiating to restructure the administrative
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set-up. The researcher was informed by a rector that all rectors
in the schools have attested that they will definitely improve the
schools if the present (administrative) structure is altered. Many
of these bureaucratic problems will undoubtedly be reduced with the
changes proposed below.
Therefore, on the assumption that the change will take place, it
is recommended to the Tibetan authorities on the Council and in the
schools that they plan to take the following three basic steps toward
improving the administrative structure:
1 • Start to hold discussions and conferences on the current
specific problems of the schools, both administrative and academic .
Some sort of discussion and thoughtful planning took place at the
inception of the schools, but this was subsequently discontinued. It
is high time to evaluate the school program of the past 20 years;
and in contrast to the situation at the beginning of the schools, there
are now precedents to look at, a concrete program to be evaluated.
Also, a study needs to be conducted on what types of jobs former
students are holding, and which fields they have pursued. Such a study
will give a clearer picture of the need for particular fields of study
in the schools, including fields that are now lacking, and fields
that lead to job opportunities.
2. From this data base, develop and assign priorities to a list
of changes that will be required, and needs that will arise, in the next
five or ten years . For example, questions such as the following need
to be considered: what percentage of science students in the Tibetan
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community is projected to graduate each year? Do the schools want to
keep their uniform course structure, or do they want to alter it, by
having, for example, some specialized in science and technology?
3. At the same time, create a search committee to locate educators
with both administrative ability and academic vision, among Indians as
Tibetans. A willingness to change, and an ability to work with
future projections of school needs, should be prerequisites for those
seeking the job of managing these schools. It may be necessary to
provide further schooling or on-the-job training.
These proposed changes are necessary for several reasons. First
and foremost, it involves a separation from the government-controlled
management which has little to do with the dedicated people who are
involved with Tibetan schools. In the formal interviews and informal
discussions, many Indian teachers and administrators expressed the view
that such changes, especially concerning a different kind of education,
is necessary to meet the needs of the Tibetan community in India. They
seem to feel that they are in a hopeless situation: "These are the rules
and regulations, and what can I do?" is frequently stated. One former
Indian headmaster wrote as early as 1976: "I am not a pessimist, but I
am inclined to think that under the present circumstances, no substantial
improvement can be expected, because the things have gone that far, that
for a little improvement you need a radical change in the system"
( Tibetan Review , June-July, 1976, p. 20).
Another reason for the management change is that there are now
signs of a maturity in the school community, which Nowak calls a reversal
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of initial dependency. The Indian government has helped the refugee
schools for 20 years, but at this point in time, the refugee schools
need a different kind of assistance: they have matured enough pro-
fessionally to take over their own schools. This changeover in manage-
ment should be viewed in the context of gratitude to the Indian govern-
ment for what they have already done for refugee education.
Cl osing
This research was intended as an exploration study of the Tibetan
refugee schools in India. It was undertaken, first of all, in order
to document the strengths and weaknesses of the Tibetan schools for
those people who are concerned with the well-being of these schools
and their pupils. An equally important consideration, in the researcher's
view, was to produce a background study, both for the interested reader
in general, and more specifically to serve as a reference for future
research. This concern with the generation of knowledge and its
practical application, at least in spirit, fulfills the requirements of
educational research. This research was not primarily aimed at
discovering all solutions for educational problems; such a long-term
task is left to future investigations. It will be sufficient if the
present work provides a basic direction and general guidelines for future
efforts.
In the light of the general lack of suitable education for
refugees and other disadvantaged people with special needs, as revealed
by a general survey of the world situation, Tibetan refugee education
in India, with its goals that consider the needs and aspirations of
refugees in the larger context of society, does provide a workable
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alternative model despite its shortcomings. It has, undoubtedly, not
only specific implication to Tibetan refugee schools in India, but also
broad implications for refugee education in general, for the world, and
for the future. To a large extent, the success of Tibetan refugee
education in India must be attributed to the policy of the host country
and her people. India provided unprecedented human and technical
assistance to these schools. Few places in the world has such a
commitment to refugee education been made, as in India. The existence of
this successful experiment in India seems to have been overlooked by
the research world up to now.
The current popular fascination with Tibet has created further
problems for Tibetan refugees. Literature such as Lost Horizon
(Shangri-La), The Third Eye
,
and The Tibetan Book of the Dead
,
based upon
Tibet and her culture and environment, has given the country an aura of
mystery which is hard to overcome. Such alluring mystical tales, past
and present, do not help Tibetans at all in their current plight as
refugees. Furthermore, Tibetans have made their name in scholarly
studies and research for no less than a thousand years, importing and
translating Buddhist literature from all available sources; scholars
and pundits from neighboring countries have assisted in this monumental
work. Today, the situation is reversed, and Tibetans have become the
object of much scholarly research. Just at the time when they need
help more than ever before in their history, they are instead expected
to cooperate in making themselves available for study and to explain all
aspects of their Buddhist culture, without receiving any practical
benefits in return.
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Although, in general, school education is the responsibility
of educators, in this particular case there is another group who are
friends and colleagues of Tibetans, and though not directly concerned
with school education, nevertheless have continually had contacts with
the Tibetans in India and Nepal, and who moreover have a dedication to
knowledge and a responsibility to their field of study: Western scholars
and students of Buddhism. In recent years, Tibetans have been subjected
to many studies and contacts to fulfill Westedrn scholars' interest,
curiosity, and fascination, and to provide them with a source of informa-
tion so that Buddhism might be brought to the West in this time of iron-
birds flying. The Tibetans have received few benefits in return for
this cooperation. Therefore, the researcher proposes to this group of
scholars that in the future they include research on school education
along with their Buddhist activities, mainly for two reasons. First,
the results of this kind of research would be of mutual benefit; and
second, with their background in Buddhism, they would understand Tibetan
psychology and the Tibetan approach to learning far better than
educational researchers in general.
Educating refugees requires a vast human effort, with little room
for romanticism. Tibetans are trying to catch up with the world of
today. The researcher encourages people in all walks of life to learn
more about Tibetan schools in India, and to undertake serious research
work, which would be of mutual interest and benefit. It has been pointed
out that Tibetan schools are not doing as well as they should be in the
modern subjects of their curriculum. Future research could thus be
focused on those areas, to pinpoint the actual problems and find ways
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to improve the situation. Above all, it is hoped that a quality
education, balanced between meeting the needs of modern society, on the
one hand, and the needs of individuals and their communities, on the
other, will be the direction of the future for Tibetan youth. Should
this turn out to be true, we in education must be knowledgeable about
current conditions in Tibetan schools and be prepared to provide the
leadership that will result in constructive reform.
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INTRODUCTION AND INSTRUCTION TO STUDENTS
Introducti on
I am a graduate student at the University of Massachusetts, U.S.A.
I am now doing research for my thesis. I am very thankful to you for
your help and your time. You are making this research possible.
This is not a test. I do not ask you to sign your name. I simply
want your honest answers to these questions. Thank you for helping with
my research.
Instructi ons
There are 52 questions in this booklet. You are asked to answer
each question by placing a circle around YES or NO. Circle YES if you
think that the question is right. For example:
IS THE DALAI LAMA THE LEADER OF TIBETAN REFUGEES? YES NO
Circle NO if you think that the question is wrong. For example:
IS THE DALAI LAMA THE LEADER OF INDIAN REFUGEES? YES NO
Read each question carefully. If you do not understand the instruc-
tions or the questions, please raise your hand.
Thank you again. Please turn the page and begin.
SCHOOL:
2
CLASS:
CASE NUMBER: DATE:
GIRL: BOY:
I. Has the Dalai Lama ever visited the United States? Yes No
2. Did the Chinese Embassy recently issue visas to a group
ot Tibetans who wanted to visit Tibet? Yes No
3. Is Indira Gandhi a member of the Indian Parliament? Yes No
4. Is Charan Singh the Prime Minister of India today? Yes No
5. Has the Panchen Lama been released from the Chinese
prison?
Yes No
6. Does your school get newspapers? Yes No
7. Is Hindi the national and official language of India? Yes No
8. Was Akbar of the Moghul dynasty a Moslem ruler in India? Yes No
9. Is Sikkim a kingdom today? Yes No
10. Was Jawaharlal Nehru the first Prime Minister of India? Yes No
11. Is Indira Gandhi a relative of Mahatma Gandhi? Yes No
12. Was M.S. Jinnah a disciple of Mahatma Gandhi? Yes No
13. Do all Buddhists seek refuge in the Triple Gem? Yes No
14.
\
Are Tibetans Hinayanists ( ASV )? Yes No
15. Are suffering, the cause of suffering, the cessation of
suffering and liberation from suffering the four
noble truths? Yes No
16. Did Gautama Buddha create the universe? Yes No
-2 - 53
17. Was Milarepa a celibate monk of Gelukpa? Yes No
18. Is it true that Nirvana is a condition wher$ all hate,
all desire, and all illusion are extinguished? Yes No
19. Does Tibetan tradition say that our original ancestors
were a monkey and a rock ogress? Yes No
20. Do you agree that Tibet was known as a religious
society before the Chinese occupation? Yes No
21. Was Buddhism brought to Tibet in the 10th century? Yes No
22. Was Tibet a very traditional society until 1950? Yes No
23. Do monks celebrate MONLAM festival? Yes No
24. Was Uncle Tongpa a monk? Yes No
25. Does this school teach you how to cook? Yes No
26. Can you learn typing in the school? Yes No
27. Does this school teach you how to make carpets? Yes No
28. Do you take any handicraft course? Yes No
29. Does the moon go around the sun? Yes No
30. Does the moon also go around the earth? Yes No
31. Is the sun very, very hot? Yes No
32. Has Russia landed in the moon? Yes No
33. 500 x 50 = 25,000? Yes No
34. 50 x 0 = 50? Yes No
-3-
35. 20% of 100 = 20? Yes
23'
No
36. ^ r 40 is 20? Yes No
37. 50% of 40 is 20? Yes No
38. Are the people in this school friendly? Yes No
39. Do many teachers try hard to help students? Yes No
40. Do you talk to teachers about your personal problems? Yes No
41. Do students do their homework together? Yes No
42. Do students always obey school rules? Yes No
43. If you had a choice, would you prefer to go to an
English speaking school? Yes No
44. If you had a choice, would you like to transfer to
another Tibetan school? Yes No
45. Do you think you can become anything you want? Yes No
46. Do you agree that foreigners are better than Tibetans? Yes No
47. Is Buddhism better than Christianity? Yes No
48. Do you speak English fairly well? Yes No
49. Do you speak Hindi? Yes No
50. Can you write well in Tibetan? Yes No
51. Do you write letters in English? Yes No
52. Can you write a letter in Hindi? Yes No
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Student
2
School :
Class:
Date:
Case No.
Are you a member of the school drama group?
2. What do you think about Tibetan subjects in your school?
3. Do you like to read history books about India?
How many provinces are there in India?
5. Could you tell me the significance of M.A. Jinnah and the Moslem League
Movement?
Do teachers tell what is happening in Tibet and India?
7. Do you read newspapers? If so, what is the name of the newspaper?
8. Explain the concept of Nirvana.
in
22589.
Is math easy for you?
10.
Do you know how to work with fractions and percentages?
11.
Who is the first nation that landed on the moon?
12.
Is the sun farther away than the moon?
13.
Do you study any other vocation subjects?
14.
Do you prefer Hindi to Tibetan and English?
15.
Do you prefer English to Tibetan and Hindi?
16.
Which language do you speak and write better? Hindi Tibetan English
17. Which language is your first choice? (1) ( 2 ) (3)
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Teacher/ Administrator
School
:
Date:
Posi ti on
:
Years in Position:
Subject: Male/Female:
1.
What do you like the best in this school?
2.
How would you improve this school?
3.
How do you feel about the student motivation?
4.
What are the major problems that students have in this school?
5.
How do you feel about the relationship between students and teachers?
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OBSERVATION SHEET # 1
Cl assroom
School
:
Date:
Subject: Teacher: Class Level:
Number of Students: Time:
Physical Conditions:
Social Interaction:
Academic Curriculum:
Methods of Instruction:
Current Events:
Other Comments:
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OBSERVATION SHEET # 2
School
1 . School
:
Date:
A. Community Setting:
B. Physical Conditions:
1. Inside:
2. Outside:
2. Student Level of Awareness about Current Events:
265
2
3. Observer's Impressions of Informal Use of Languages Outside Classes
by Students :
A. Hindi:
B. English:
C. Tibetan:
4. Vocational Skills:
A. Formal Courses:
B. Informal Activities:
C. Teacher Attitude:
D. Student Attitude:
2oc ^
5. Emphasis on Examination:
6.
Library :
7.
Sport Activities :
8.
Cultural Activities:
9.
Special Facilities :
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SCHOOL DEMOGRAPHIC DATA
Date
Name of the School
:
Number of Students:
Total Number of Teachers:
Number of Indian Teachers: Number of Tibetan Teachers:
Number of Monk Teachers: Number of Other Teachers:
Class Range: FROM TO
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Name of School
RESULTS OF A.I.H.S.E.
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DOCUMENT COLLECTION
Title of the Document Date Obtained
Publication or Location
Summary
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APPENDIX B
Mean Percent Correct Responses for All Schools to
All Questionnaire Items
Item #
SCHOOLS
All
School
s
1
2
3
4
5
6
96.5
37.7
25.9
82.4
60.6
100.0
91.4
33.3
50.0
68.9
50.0
100.0
94.1
65.6
43.8
79.4
50.0
61.8
95.7
60.0
33.9
85.0
57.4
87.7
100.0
25.0
39.3
68.4
33.9
100.0
91.2
27.5
39.1
63.8
58.0
98.6
94.8
41.5
38.7
74.7
51.7
91.4
7 73.4 62.1 82.4 64.0 69.1 58.6 68.
3
8 87.2 81.0 84.8 96.4 98.2 75.0 87.19 75.2 76.3 69.7 85.1 94.5 53.0 75.610 95.0 89.8 94.1 96.5 100.0 90.0 94.2
1 1 66.7 69.5 50.0 63.5 79.3 55.1 64.012 29.3 36.0 60.7 51.9 60.4 50.8 48! 2
13 69.1 75.4 73.5 86.8 75.9 76.1 76.
1
14 84.4 88.5 69.7 89.5 77.6 83.6 82. 2
1
5
72.5 81.5 77.4 85.0 88.9 87.0 82.0
16 57.0 58.5 62.5 79.5 87.5 67.2 68. 717 42.9 63.6 8.8 66.1 69.1 37.5 48.0
18 57.6 76.4 65.8 83.2 88.9 66.7 73.1
19 90.9 90.9 93.5 96.5 94.6 84.8 91.9
20 94.3 91.4 97.1 90.4 98.3 94.1 94.3
21 42.5 45.3 30.0 64.1 72.0 54.0 51.3
22 82.6 88.7 64.5 94.7 92.7 84.4 84.6
23 97.2 100.0 93.9 98.3 94.7 92.9 96.2
24 78.5 72.4 81.8 85.7 74.1 69.8 77.0
25 28.0 8.2 15.2 81.6 5.2 1.4 23.3
26 14.1 6.6 17.6 6.1 3.4 18.8 11.1
27 57.0 8.0 15.2 20.9 10.3 21.4 22.1
28 65.5 29.5 48.5 34.8 46.6 60.0 47.5
29 72.0 57.6 50.0 56.5 73.7 52.2 60.3
30 13.5 13.8 25.0 26.1 46.8 17.9 22.2
31 97.2 96.7 97.1 97.4 100.0 95.7 97.4
32 22.3 27.3 61.8 27.3 8.8 29.7 29.5
33 98.6 96.6 97.0 99.1 94.8 100.0 97.7
34 88.8 84.5 82.4 89.6 91.4 91.4 88.0
35 82.7 85.0 66.7 97.4 100.0 68.6 83.4
36 39.6 25.4 22.6 44.7 46.6 20.0 33.2
37 67.9 69.5 67.7 75.4 87.9 56.5 70.8
38 99.3 100.0 78.1 97.3 91.4 98.6 94.1
39 97.2 96.0 76.5 90.2 72.4 95.7 88.0
40 70.0 86.4 58.8 64.9 53.4 68.6 67.0
41 51.5 78.0 67.6 41.3 37.9 44.3 53.4
42 61.0 91.7 82.4 77.0 67.2 74.3 75.6
43 22.5 15.0 8.8 33.9 36.2 43.5 26.6
44 69.5 23.3 47.1 71.9 51.7 42.9 51.1
45 58.2 72.9 67.6 62.6 56.1 68.1 64.2
46 68.8 60.0 68.8 56.8 72.2 57.6 64.0
47 84.6 76.7 75.8 90.1 83.9 72.5 80.6
48 59.9 68.3 44.1 62.6 69.0 38.2 57.0
49 53.8 95.0 97.1 87.7 85.7 63.8 80.5
50 75.2 90.0 67.6 88.7 84.5 55.7 77.0
51 98.6 98.3 97.1 100.0 98.3 94.2 97.8
52 23.9 63.3 85.3 35.7 55.2 24.3 48.0
A1 1 i terns* 65.5 65.3 63.6 70.3 67.7 61.0 65.6*
Totals for all items (and objectives) and for all schools differ slightly from percentages
presented for objectives in the text due to a technicality in the computer program's statistical
treatment of missing cases.
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